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 The purpose of this study was to understand preservice teachers’ identities in 
relation to mathematics teaching and the resources that contribute to these identities. 
Following a discourse-centered and situative perspective on identity development, the 
study utilized Sfard and Prusak’s (2005) identity as narrative framework, which 
conceptualizes identity as stories about people. This framework centers on two kinds of 
identity, actual and designated, which allow for analysis of individuals’ current identities 
and their expectations for the future. Nine members of a secondary mathematics 
education cohort who were completing a yearlong internship experience participated in 
the study. Data was collected through interviews and written reflections. For data analysis 
procedures, the overall principles of grounded theory were applied (Strauss & Corbin, 
1990). By drawing from this approach, themes and relationships were generated through 
the participants’ stories. The themes related to identities for teaching were 1) Questioning 
as Increasing Student Participation, 2) Using Group Work, 3) The Challenges of 
Classroom Management, and 4) The Importance of Building Relationships with Students. 
The themes for common impactful resources were 1) Coursework and Readings Are Not 
Just Requirements, 2) Evaluators and Evaluation Models Matter, 3) Mentors as 
Significant Narrators, and 4) Critical Interactions with Students that Prompt Identity 
Shifts. In summary, the participants’ identities seemed to shape and be shaped by 
interactions with certain resources and their learning experiences with these resources. 
Through these resources their identities guided them to focus on particular aspects of 
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CHAPTER ONE  
INTRODUCTION 
 
 From content-based decision making to student relationship-building, teaching is 
a dynamic and emotional profession (Duckworth, 2006; Hargreaves, 1998). Teaching is 
also a profession that currently faces a number of challenges. First, working in 
classrooms with students who are all different from one another, teachers must determine 
how to meet the needs of each student and accomplish this feat within a limited amount 
of time (Lampert, 2001). The challenge is further compounded by the trend that schools 
and classrooms are becoming increasingly diverse. Second, teachers must respond to the 
many authorities who try to dictate what teachers teach and must learn to cope with 
constant turbulence in the educational landscape (Connelly & Clandinin, 1999). This 
turbulence comprises everything from large class sizes to the lack of resources made 
available to teachers. Third, the broader context has reflected a general lack of respect for 
what teachers do and continued questioning of their effectiveness. Recent changes in the 
educational landscape have included more rigorous teacher evaluation models and testing 
requirements (National Institue for Excellence in Teaching [NIET], 2010). In addition to 
these changes, the profession has endured ongoing issues with salary, poor working 
conditions, and general beatings from the public. In the current climate with demands 
being greater than ever, teachers are faced with a dilemma in deciding what kind of 
teacher they can become. Public discourse, school discourse, and the discourse of 
university teacher preparation programs often reflect differing images of an effective 




becoming-teachers receive mixed messages about what kind of teacher constitutes an 
effective teacher. 
 In the area of mathematics, teachers face additional challenges that are more 
specific to their content area. For example, solving problems are the typical means for 
teaching and learning mathematics. Increasingly, as students advance through new 
mathematical content, they need to access prerequisite knowledge and understand 
connections among multiple math topics (Lampert, 2001). Teachers are responsible for 
supporting student learning through their decisions about their instructional practices 
(National Council of Teachers of Mathematics [NCTM], 2000). Mathematics teachers 
navigate content specific and general instructional challenges as they engage in a unique 
experience in deciding who they should be in the classroom. 
 Given the educational and mathematical context, two questions emerge. First, 
how do individuals decide who they want to be as mathematics teachers? Second, how do 
teachers become motivated to seek out change and improve their instructional practice to 
be the kind of teachers they want to be and should be? Teachers’ motivations to change 
stem from both their ideas about teaching and their desire to learn to teach in a particular 
way (Gresalfi & Cobb, 2011). The process of improving instructional practice includes 
developing a deep understanding of the mathematics content (Hill, Rowan, & Ball, 2005), 
redefining what it means to teach mathematics (Cobb, McClain, Lamberg, & Dean, 
2003), and believing that the effort needed to make these improvements will be 




instructional practices is worthwhile depends on the vision of teaching with which 
teachers identify (Gresalfi & Cobb, 2011).   
 Clearly, math teachers do not develop these views about teaching in isolation. 
Therefore, it seems reasonable that a first step in improving instructional practice on the 
whole would involve teachers being able to identify with a vision of high-quality 
mathematics instruction (Gresalfi & Cobb, 2011). However, there is little consensus 
among all the different communities about concrete characteristics of effective 
mathematics teaching. In addition, the many resources that contribute to teachers’ 
identities are not aligned with one another. For example, different individuals who 
influence the ways in which teachers form their ideas about instructional practices may 
not share similar visions about what it means to teach and learn mathematics effectively. 
As a result, mathematics teachers may be left with conflicting ideas about deciding the 
kind of teacher they need to be and whether or not the effort required to change is 
worthwhile.  
 In particular, preservice teachers experience an intense time during their induction 
into the profession in terms of figuring out who they want to be as teachers. Various 
resources embedded in coursework, field experiences, and other formal and informal 
social contexts influence preservice teachers’ development of identities as teachers 
(Richmond, Juzwik, & Steele, 2011). Spanning a range of institutional contexts, a few of 
the resources include university instructors, mentor teachers and school personnel in field 
placements, and university supervisors that operate in both settings. The new ways 




their own roles and participation that reflect their own learning (Nasir & Hand, 2006, 
Sfard & Prusak, 2005). Understanding not only how to act but how to be as teacher is a 
significant part of this learning process (Sachs, 2005). Therefore, educational researchers 
have a need to better understand the decisions preservice teachers face in making use of 
what they learn.   
 In recent years, researchers have turned to identity as a way to help document, 
analyze, and understand teacher learning (Battey & Franke, 2008; Horn, Nolen, Ward, & 
Campbell, 2008; Peressini, Borko, Romagnano, Knuth, & Willis, 2004). The situated 
nature of learning involves the process of creating and recreating a teacher identity 
through participation in different social contexts.  Teacher identity involves who teachers 
are personally and professionally. It is dynamic and complex (Alsup, 2006; Lampert, 
2001). Further, identity impacts and is impacted by what teachers do and think. As 
Hammerness, Darling-Hammond, and Bransford (2005) pointed out:  
Developing an identity as a teacher is an important part of securing teachers’ 
commitment to their work and adherence to professional norms...the identities 
teachers develop shape their dispositions, where they place their effort, whether 
and how they seek out professional development opportunities, and what 
obligations they see as intrinsic to their role (pp. 383–384).  
 The aforementioned statement summarizes the importance and overarching 
implications of teacher identity that drove this dissertation study. This study focused on 
identity within a preservice mathematics teacher education program. In doing so, the 




the social context in which learning occurs (Lave & Wenger, 1991; Peressini et al., 
2004). Relatedly, the study aimed to understand what resources contribute to the identity 
development of preservice mathematics teachers as they decide who they need to be in 
their profession. 
 The remaining segments of this chapter are organized according to the following 
structure. First, the statement of the problem is explained. Second, the purpose of the 
study is described. Third, the need for the study and its significance are addressed. 
Fourth, the limitations and delimitations are outlined. Finally, the chapter ends with a 
definition of terms list.   
Statement of the Problem 
 Researchers have used the notion of identity to study both students and teachers in 
educational contexts (Boaler, 2002; Cobb et al., 2003; Cobb, Gresalfi, & Hodge, 2009; 
Gresalfi & Cobb, 2011; Hodge, 2008; Lortie, 1975; Nasir & Hand, 2006; Sfard & Prusak, 
2005). Building on the situated perspective of learning, some studies have related identity 
to mathematics knowledge in teaching (Stein, Silver, & Smith, 1998) while others have 
documented the importance of understanding teacher identity in terms of redefining what 
it means to teach mathematics (Battey & Franke, 2008; Enyedy, Goldberg, & Welsh, 
2006; Gresalfi & Cobb, 2011). Some studies have focused on teacher identity through 
narratives from discourses and activities to establish evidence of a developing teacher 
identity (Bjuland, Cestari, & Borgersen, 2012; Flores & Day, 2006; Richmond, Juzwik, 




 Although we are aware of some of the resources, we are still unclear about the 
impact of these resources on preservice teacher identity development. Some researchers 
have begun to document the impact of certain types of experiences on preservice teacher 
learning (Darling-Hammond, 2006; Zeichner & Conklin, 2008), but substantial research 
exploring the impact of various resources on preservice teachers’ perspectives is fairly 
limited (Zeichner, 2010). Previous identity studies with preservice teachers have focused 
on specific agendas such as using metaphors to guide understanding (Leavy, McSorley, 
& Boté, 2007) or tracing the identity development of those who experienced problems in 
their teacher preparation program (Richmond, Juzwik, & Steele, 2011) rather than trying 
to understand the resources upon which individuals draw to construct their identities. 
This study examined the identities of preservice teachers in an attempt to expand our 
understandings of their identity development during the critical phase of becoming a 
teacher and what resources significantly contribute to this process.  
Purpose of the Study 
 One way to characterize identity is through the idea that identities are stories 
about people (Sfard & Prusak, 2005). I elaborate on this definition of identity by drawing 
from Bruner (2003). He described the reflexive connection between identity and 
narratives as the following: 
I have argued that it is through narrative that we create and re-create selfhood, 
that self is a product of our telling and not some essence to be delved for in the 




make stories about ourselves, there would be no such thing as selfhood (pp. 85-
86). 
Bruner’s comments emphasize the importance of stories to identity. Teachers create 
narratives to explain themselves, their teaching lives, and who they want to be as teachers 
(Connelly & Clandinin, 1999; Sfard & Prusak, 2005). When teachers tell their stories, 
they situate themselves and the narratives they use to define themselves (Battey & 
Franke, 2008). Teachers reveal through these stories how they view themselves in 
relation to teaching and in relation to their students. Because of the reciprocal nature of 
identity and narrative, preservice teachers may have more positive teaching experiences if 
they tell and experience positive stories about themselves as teachers (Alsup, 2006).  
 The purpose of this study was to understand preservice teachers’ identities in 
relation to mathematics teaching and the resources that contributed to these identities. 
Following a discourse-centered and situative perspective on identity development, this 
study utilized Sfard and Prusak’s (2005) identity as narrative framework, which 
conceptualizes identity as stories about people. Their framework centers on two kinds of 
identity, actual and designated, which allow for analysis of individuals’ current identities 
and their expectations for the future. Sfard and Prusak (2005) noted that learning is the 
key process for closing the gap between actual and designated identities. More 
specifically, actual identity refers to the stories told by or about an individual according 
to the current state of affairs. Designated identity refers to stories told that present a 




 This study focused on the identities of secondary mathematics preservice teachers 
as they participated in a graduate program that involved one-year of intern-teaching and 
related coursework. The three research questions that guided this study were: 
1. What are the secondary mathematics preservice teachers’ actual identities? 
2. What are the secondary mathematics preservice teachers’ designated identities? 
3. What are the resources that contribute to the construction of these identities? 
These questions are well founded in trying to understand the kind of teacher that 
individuals want and need to become and the decisions they face during the identity 
building process. The concepts of actual and designated identities will be further 
described in the section of the second chapter discussing the theoretical framework. 
Significance of the Study 
 High-quality teaching is not guaranteed by the completion of coursework or 
meeting licensure requirements (Alsup, 2006). A preservice teacher’s future success also 
depends on his or her intellectual and emotional readiness to function in the role of a 
teacher. In addition to grappling with issues related to classroom management, content 
knowledge, and planning, new teachers must address who to be in the classroom (Sachs, 
2005). Teacher identity impacts how teachers navigate classroom decisions, decide what 
knowledge to use, and make sense of new contexts and resources (Enyedy et al., 2006). 
Teacher identity “mediates what makes its way into the classroom” by how consistent or 
inconsistent newly learned practices fit with how they think about teaching (Enyedy et 




 Overall, the focus of university teacher education programs is to provide 
knowledge about learning theories and pedagogical approaches, teaching in placement 
schools, and opportunities to increase their teaching skills and competencies. An explicit 
focus is not on supporting preservice teachers in developing particular kinds of identities 
(Alsup, 2006). Fundamentally, teacher educators are interested in improving teacher 
learning and making that learning impactful and lasting. The results of this study may 
help teacher educators think differently about preservice teachers’ identity development 
and its impact on their learning. Having a better understanding of this development and 
the resources that contribute to this development can potentially improve teacher 
preparation programs to focus not only on producing high-quality teachers but also on 
teachers’ emerging understandings and values about teaching and students (Gresalfi & 
Cobb, 2011). 
 From a theoretical standpoint, this study has significance in that it has the 
potential to contribute to related research. First, this study can inform understandings 
about the identities that teachers develop during their preparation, including their vision 
of what high quality mathematics teaching looks like. Second, this analysis documents 
how Sfard & Prusak’s (2005) framework can be applied to the learning of preservice 
secondary mathematics teachers. Third, this study provides insight into the relationships 
that exist between identity and contributing resources. 
 From a practical standpoint, this study has significance in two ways. First, it can 
help teacher preparation programs design and coordinate aspects of the experience that 




messages about mathematics teaching. This can lead to using resources in more explicit 
ways directed towards teacher learning. Second, through studies that analyzed 
mathematics teachers’ identities, Cobb and others (Cobb et al., 2003; Gresalfi & Cobb, 
2011) found that successful professional development initiatives not only improve 
teachers’ skills but also support teachers’ decisions that it is worthwhile to put forth the 
effort to improve their teaching. With teacher education programs and professional 
development programs sharing similar goals and expectations (Rogers & Scott, 2008), it 
seems reasonable that successful implementation of these ideas at the level of teacher 
preparation will yield similar effects.   
Limitations 
 As is true with most research studies, factors existed that limited this study in 
specific ways. For this reason, steps were taken to warrant the credibility of the results 
and will be addressed in the methodology section of this paper. In this section, the 
limitations that are addressed relate particularly to the participants, generalizability, and 
being the researcher.   
 In terms of the participants, the preservice mathematics teachers who were both 
willing and able to take part in the data collection process could only be included. Given 
the topic, the most appropriate and accessible source for potential candidates was the 
secondary mathematics teacher cohort at the time, which consisted of 12 members. Out 
of the 12 secondary mathematics interns, 9 consented to participate. Out of the remaining 
three candidates, two did not express interest in participating and the other one who 




 In terms of generalizability, the small pool of participants yielded a limitation in 
my ability to collect diverse or large samples of data. However, the goals of qualitative 
research are not to generalize but to achieve transferability, meaning a study shares 
enough common qualities and threads to be substantively conveyed to others (Creswell, 
2007). In addition, selecting interviews as the primary source for data collection limited 
the amount of data I could realistically collect and analyze in a timely manner. Given the 
constraints of the preservice teachers’ schedules and the timing of their graduation, the 
timeframe for collecting data was also limited. Again, generalizing to the population of 
all secondary mathematics interns was not the main point of this study. The analysis of 
the data collected was rigorous and should be considered transferable for other 
researchers and teacher educators.  
 In terms of being the researcher, my relationship with the participants is another 
element that could have affected the outcome of the study. I was the participants’ 
instructor for their secondary mathematics teaching methods course, and therefore, our 
prior interactions were based on a hierarchy of roles. The nature of my relationship with 
the participants potentially affected how they responded to questions in their written 
reflections and during the interview sessions. Although this may be true, the participants 
were forthcoming in their responses and provided rich data about their experiences in 
becoming teachers. Despite the potential shortcomings related to the nature of my 
relationship with the interns, it is arguably equally likely that this element of the study 
also contributed to the quality of findings based on the resulting data collected. Insights 





 For purposes of clarity and focus, I chose to limit the pool of participants in my 
study to only the secondary mathematics intern teachers in the cohort at the time of my 
dissertation proposal. This decision resulted in having access to nine participants who 
interacted in similar settings and with similar groups of people. Because I was primarily 
interested in understanding the participants’ identities through their stories, this 
delimitation was an attempt to achieve depth in understanding and to more fully explore 
their individual stories as teachers. The likelihood of achieving a certain level of 
understanding would have been significantly decreased with a larger sample size. 
Because of the timeline of this study and the resources available, I chose to delimit the 
collection of data to select written reflections and interviews that were conducted 
individually. Because of this decision, I was able to personally transcribe all interviews 
and completely immerse myself in the data. 
Definition of Terms 
The following is a list of ideas that are central to this study: 
Identity: individuals’ participation in and across activities in which they use certain 
resources to negotiate and make sense of themselves in relation to these activities (Cobb, 
Gresalfi, & Hodge; Hand & Gresalfi, 2015; Lave & Wenger, 1991; 2009; Sfard & 
Prusak, 2005). 
Identity as narrative – (Sfard & Prusak; 2005) 
• Actual identity: narratives representing the current state of affairs or 




indicated by words spoken in present tense and stated as factual (Example: 
I am a good driver.). 
• Designated identity: narratives representing expectations or stories 
describing a person as they expect to be in the future; indicated by words 
spoken in future tense (Example: I want to be a doctor.). 
Preservice teacher: a college student who is being educated to become a K – 12 teacher 
and who is yet to enter the profession full time. 
Resources – (Hand & Gresalfi; 2015) 
• Informational resources: relates to tools or practices of a discipline or 
community that are leveraged in certain ways through participation in 
various activities. 
• Interpersonal resources: relates to the ways in which individuals interact 
with one another that frame how they recognize, position and make sense 
of themselves in and across different contexts. 
Significant narrators: the owners of the most influential voices who narrate cultural 
messages that have the greatest impact on an individual’s actions (Sfard & Prusak, 2005). 
Teacher identity: a situated identity relevant to an individual’s life as a teacher and what 
it means to be a teacher, as told by the teacher.  
Organization of the Study 
 This dissertation is organized into six chapters. The current chapter provides an 




significance of the study, limitations, delimitations, and a definition of terms list. The 
remaining chapters are organized in the following manner. The second chapter discusses 
a review of the literature that is relevant to preservice mathematics teachers’ identities 
from a situative perspective. The third chapter explains the research methodology and the 
data analysis procedures used in this study. The fourth chapter presents findings 
according to individual participant narratives. The fifth chapter describes themes that 
were identified across the individual narratives and offers a few insights. The last chapter 







CHAPTER TWO  
LITERATURE REVIEW 
        
 The purpose of this literature review is to situate this study about who teachers are 
and who they aspire to become. I will provide a general overview of research on teacher 
learning and teacher effectiveness over the past decades in order to show how identity 
relates to this substantial line of scholarship. I organize the literature review by the 
following sections: (a) teacher effectiveness through recent history, (b) teacher learning, 
and (c) teacher identity. A survey of all research literature relevant to teacher learning is 
beyond the scope of this dissertation. I narrow my scope to include research more 
relevant to the identity as narrative framework used in this study. In particular, 
mathematics teachers’ designated identities consist of what they want to achieve and who 
they want to be as teachers (Sfard & Prusak, 2005). These identities define what they 
view as effective teaching.  Furthermore, teacher learning consists of closing the gap 
between teachers’ actual and designated identities. Considering these ideas, I will address 
the following. First, I will present a brief history highlighting different research 
perspectives on teacher effectiveness in terms of their behaviors, characteristics, and 
knowledge for the purpose of providing a background for current research. Then, I will 
present how relevant research has described teacher learning and the motivations that 
encourage teachers to change. Lastly, I will focus on the literature pertaining to identity 




Teacher Effectiveness Through Recent History 
 Over the past 50 years, scholars and policymakers have investigated the 
relationships among teacher characteristics, teacher behaviors, and student achievement 
in an attempt to define what it means to be an effective teacher (Hill, Rowan, & Ball, 
2005). A variety of approaches have been used to measure teacher characteristics, which 
have resulted in a variety of results. The following paragraphs contain brief descriptions 
about these approaches from (a) the process-product literature, (b) the production 
function literature, and (c) teacher knowledge literature. 
The Process-Product Literature 
 With a focus on analyzing the relationship between teacher behaviors and student 
achievement, studies from the process-product literature set out to predict student 
achievement from solely using data about teachers’ decisions and actions in the 
classroom (Brophy & Good, 1986; Doyle, 1977; Gage, 1978; Hill et al., 2005). For 
example, scholars from this tradition found that behaviors such as focusing class time on 
active academic instruction verses classroom management affected students’ achievement 
gains. Methodologically, these studies were critiqued for excessively relying on 
correlation data. Conceptually, these studies were critiqued for not considering how the 
subject was being taught and how teachers’ subject-matter knowledge influenced the 




The Production Function Literature 
 Concurrent with process-product research, studies from the production function 
literature instead focused on teachers as one of many educational resources affecting 
student achievement (Begle, 1979; Hanushek, 1981; Hill et al., 2005). These studies 
aimed to predict student achievement on standardized tests from resources possessed by 
teachers, students, schools, and other sources. Studies that focused specifically on teacher 
characteristics and student achievement typically employed one of two approaches, and 
sometimes both, to measure teachers as resources. In the first approach, information 
about teacher preparation and experience was examined as a predictor for student 
achievement. For example, the number of mathematics courses taken by teachers was one 
of the many characteristics considered (Begle, 1979). In a second more direct approach, 
researchers used certification exams or other tests of subject-matter competence as 
measurement tools (e.g. Begle, 1979; Hanushek, 1981). However, both approaches used 
questionably weak proxies for measuring teacher effectiveness. Research from the 
production function literature assumed teachers’ intellectual resources to be merely 
accrued knowledge without considering how this knowledge is implemented in the 
classroom (Hill et al., 2005).   
Teacher Knowledge Literature 
 Focusing directly on teacher knowledge, Shulman (1986, 1987) and his 
colleagues (Wilson, Shulman, & Richert, 1987) produced a groundbreaking line of 
research that explored what teachers need to know about subject-matter content in order 




ways in which academic content must be known to teach effectively and the ways in 
which the general population knows such content. In an attempt to bridge a preexisting 
divide between content and pedagogy, Shulman (1986) proposed three categories 
describing types of teacher subject-matter knowledge. The first category, content 
knowledge, refers to the amount and organization of knowledge in the mind of the 
teacher. He stated that a teacher must not only understand “that something is so” but also 
understand “why something is so” (p. 9). Shulman’s (1986) second category, pedagogical 
content knowledge, comprises representations of specific ideas and an understanding of 
what makes learning a specific topic difficult or easy for students. He stated that this 
knowledge includes “ways of representing and formulating the subject that make it 
comprehensible to others” (p. 9). Shulman’s (1986) third category, curricular knowledge, 
is an awareness of how topics are arranged both within a course and over time. This 
knowledge also involves understanding ways of using resources and materials, such as 
textbooks, to organize courses and programs of study. Shulman’s framework, and 
particularly the pedagogical content knowledge category, connected ideas about content 
and pedagogy in new ways and sparked a new direction in educational research. 
 Differing from the production function literature that merely provided evidence 
that some teachers are more effective than others, the many scholars on teacher 
knowledge have attempted to answer the how and why of effective teaching. For 
example, some studies illustrated how teacher knowledge is related to such skills as being 
able to acknowledge and respond to student difficulties (Ball, Lubienski, & Mewborn, 




(Chazan & Ball, 1995; Boerst, Sleep, Ball, & Bass, 2011). Furthermore, other studies 
have shown how teacher knowledge is comprised of the ability to unpack mathematical 
ideas in a way that is relatable for students (Hill, Ball, & Schilling, 2008; Hill et al., 
2005). Some research stemming from this literature addressed a need to consider how 
teachers learn and what motivates them to change their practice. 
Teacher Learning 
 Traditionally, educational researchers took a cognitive approach to learning, 
treating it as only the acquisition of skills and knowledge to be used in a variety of 
settings (Greeno, Collins, & Resnick, 1996; Putnam & Borko, 2000). In other words, 
learning was viewed as an internal process independent of the situation and separate from 
the learning context. More recently, many researchers have adopted a situative approach, 
which challenges the notion of learning as independent of the physical and social 
contexts in which it takes place (Lave & Wenger, 1991; Putnam & Borko, 2000). In this 
case, how an individual learns a set of skills and knowledge and the situation in which an 
individual learns are considered an integral part of what is learned. Additionally, a 
traditional cognitive approach takes the individual as the basic unit of analysis, whereas a 
situative approach considers “interactive systems” that include individuals as well as their 
interactions with others (Greeno et al., 1996). Incidentally, learning for teachers occurs in 
many different situations (Peressini et al., 2004). For preservice mathematics teachers, 
these situations may include mathematics courses, teacher education courses, and field 
experiences. To understand the complexity of teacher learning, this study focuses on a 




and the social structures in which they participate (Peressini et al., 2004; Putnam & 
Borko, 2000). In the following paragraphs, studies are highlighted that define powerful 
learning experiences for teachers.   
 The first study describes teachers’ participation in a learning community. Franke 
and Kazemi (2001) investigated how teachers acquire knowledge that can become the 
basis for continued learning. They indicated that ongoing teacher learning involves 
learning with understanding, which has three distinguishing characteristics. First, learning 
with understanding must be generative, meaning that new knowledge is integrated with 
existing knowledge (Greeno, 1988). Knowledge becomes generative when the learner 
“continually reconsiders existing knowledge in light of the new knowledge” (Franke, 
Carpenter, Levi, & Fennema, 2001, p. 656). Second, knowledge is rich in structure and 
connections.  New knowledge is related and intertwined into existing networks of 
knowledge rather than simply being connected piece by piece. Third, teachers see 
learning as driven by their own inquiry. This implies that they view knowledge about 
teaching and learning as self-constructed through their own activity and constantly 
changing. A situative approach allowed these researchers to highlight teachers’ 
appropriation of knowledge as being connected to their participation in communities of 
practice (Kazemi & Franke, 2001, Lave & Wenger, 1991). Their study implies that 
teacher learning can be characterized in terms of changes in participation within a 
community. Further, teachers can develop knowledge that motivates future learning.  
 In addition to the three criteria explained above, Cobb and others (2003) 




learning. In this study, they suggested that teachers must have access to particular forms 
of pedagogical reasoning to support their learning. In a study that focused on the 
constraints and affordances of the settings in which teachers develop and revise their 
instructional practices, they found that teachers need certain personal resources. Personal 
resources, for example, can refer to teachers’ conceptualizations of certain mathematical 
domains, their understanding of the development of their students’ reasoning, and the 
mathematical possibilities that they see in their students’ work. In order to improve their 
instructional practices, teachers must be given access to forms of “pedagogical reasoning 
that involve explicitly focusing on, documenting, and adjusting to students’ developing 
mathematical understandings” (Cobb et al., 2003, p. 21). This aspect of teacher learning 
affects how teachers incorporate central mathematical ideas into the tools they use and 
organize for teaching and learning.  
 Consistently across time, educational reform has demanded that teachers make 
ambitious and sometimes complex changes (Franke et al., 2001; Kazemi & Franke, 
2004).  These changes involve more than developing a deep understanding of the content 
(Hill et al., 2005) or simply being shown how to implement effective practices (Franke et 
al., 2001). In fact, Little (1993) indicated that most reform initiatives do not lend 
themselves well to traditional types of skill training because they are not specific, 
transferable skills or practices in nature. Instead, teachers must have the opportunity to 
discover and develop practices that align with the reform ideas being presented to them. 
They need to investigate what broad principles look like in practice but at the same time 




considered “universally effective” practices (Little, 1993, p. 133). This claim considers 
both the uncertainty surrounding what constitutes best practices and the complexity of 
local situations. 
 Essentially, teachers need to reinvent their practices so that teaching and learning 
becomes an interdependent ongoing process (Franke et al., 2001), which in most cases 
requires a need for teachers to adjust their conceptions of what it means to teach 
mathematics (Cobb et al., 2003; Kazemi & Franke, 2004). Critical to teachers improving 
their instructional practices is that they must believe that the effort required to improve 
their practice is worthwhile (Gresalfi & Cobb, 2011; Little, 1993). How teachers become 
motivated to improve their practices depends on the vision of mathematics instruction 
with which they identify (Gresalfi & Cobb, 2011). Previous research has documented a 
strong relationship between the vision of instruction with which teachers identify and 
their classroom practices (Battey & Franke, 2008; Gresalfi & Cobb, 2011; Kagan, 1992). 
Consequently, the role of identity in learning to teach has gained the attention of many 
educational researchers in recent years. 
Teacher Identity 
The Notion of Identity 
 Researchers vary in their interpretations of what shapes and creates a person’s 
identity (Enyedy et al., 2005; Sfard & Prusak, 2005). Some believe that identity is an 
essential part of an individual that does not change (Cerulo, 1997) while others believe 
that identity can change from moment to moment and context to context (Gee, 2001). 




replaced with identity as dynamic, cultural, social, and individually as well as collectively 
shaped (Beauchamp & Thomas, 2009; Gee, 2001; Lave, 1991; Lave & Wenger, 1991; 
Rodgers & Scott, 2008; Sfard & Prusak, 2005; Wenger, 1998). In the first section to 
follow, three aspects of identity are described that contribute to the approach on identity 
that is taken in this study. The specific aspects described are (a) identity as being a “kind 
of person”, (b) identity as being part of a community of practice, and (c) identity as 
narrative. These aspects are important because mathematics teachers are recognized for 
being a certain kind of person based on their roles as teachers and their participation in 
different learning communities (Gee, 2001; Lave & Wenger, 1991). Additionally, 
teachers talk about these roles and who they are as teachers. Following these descriptions, 
a noteworthy line of research that has accumulated on teacher identity is presented 
according to three categories: (a) Individual teachers’ beliefs about themselves, (b) the 
stories teachers tell about themselves, and (a) the nature of teachers’ participation in 
particular types of activities. Following this presentation, a framework for characterizing 
identity resources from a situative perspective is described. 
Delving deeper: Aspects of Identity 
 Identity as being a “kind of person.”  Gee (2001) claimed that when an 
individual acts and interacts in a given context, the individual is recognized as being a 
certain “kind of person.” In this sense, everyone has multiple identities that are connected 
to their “performances in society.” Identities are formed in how human beings see each 
other in certain contexts. The process of identity development is about presenting oneself 




“combination” at a given time and place, which may include speaking in a certain way, 
acting in a certain way, dressing in a certain way, or using tools in certain way (Gee, 
2001). This combination is a presentation of self, a process of becoming in which an 
individual uses common resources to create a unique, personally tailored identity (Sfard 
& Prusak, 2005). 
 Of significance is how Gee (2001) discussed the factors that contribute to identity. 
Gee described four contextual forces that highlight certain dimensions of identity. First, 
he described the nature perspective, which are parts of individuals that have their source 
in nature rather than society and are out of one’s control. As an illustration, he notes how 
being an identical twin is an example of this type of identity. Second, he defined the 
institutional perspective, which includes parts of individuals that have their source in 
institutional authority. For example, a professor’s identity, as Gee writes, is rooted in the 
institutional title of professor. Third, he described the discursive perspective as individual 
traits that have their source in how people participate in dialogue and interact with each 
other. He used the example of being “charismatic” as discursive because an individual 
cannot achieve this identity without the discourse of others. Lastly, Gee described the 
affinity perspective, which includes the parts of individuals that have their source in a 
distinctive set of practices or experiences that are shared by a group. He illustrated this 
perspective by using the example of being a “Trekkie” or Star Trek fan. To summarize 
these traits in Gee’s (2001) words, “People can actively construe the same identity trait in 
different ways, and they can negotiate and contest how their traits are to be seen (by 




Mathematics teachers negotiate their identities based on a combination of the preexisting 
ideas they have about themselves as teachers, the ways in which their role as a teacher is 
defined, the ways in which they interact with others, and the ways in which they 
participate in certain communities (Gee, 2001; Gresalfi & Cobb, 2011). 
 Identity as being part of a community of practice. A second key idea from 
identity research is that identities are not developed in isolation but are a matter of 
negotiation with others (Gee, 2001). This is particularly true for preservice teachers who 
are the focus of this study. Identity development can be viewed as a function of 
participation in different communities and should not be viewed as a separate 
phenomenon from this participation (Lave & Wenger, 1991; Wenger, 1998). From Lave 
and Wenger’s (1991) perspective, individuals construct identities as they engage in 
routine activities of a community of practice. Identity development occurs continuously 
through participation in communities in significant ways (Lave & Wenger, 1991). 
Especially for preservice teachers moving into practice, different community contexts 
frame their experience and contribute to their ideas about what it means to teach (Battey 
& Franke, 2008; Enyedy et al., 2005). Preservice teachers study, learn, and teach within 
the communities of their teacher education program, the classroom and school 
communities of their teaching placement, and later in the communities of their beginning 
practice (Battey & Franke, 2008; Beauchamp & Thomas, 2011).   
 Furthermore, communities of practice determine the appropriate ways for 
individuals to act and work together as well as the tools and resources that support this 




within a community and the tools that constrain and afford certain ways of being within 
the community. This shared repertoire includes “the discourse by which members create 
meaningful statements about the world, as well as the styles by which they express their 
forms of membership and their identities as members” (Wenger, 1998, p. 83). Teachers 
learn how to work with students and other teachers, how to apply various types of tools 
and knowledge, and how to organize their practice through participation in their 
communities. These actions and interactions shape their identities and raise their 
awareness of the expectations within these communities (Beauchamp & Thomas, 2011). 
Preservice teachers in particular are faced with how to negotiate belonging within all of 
these communities for the first time in their lives. Norms exist on how to talk about 
students, content, and teaching (Battey & Franke, 2008). As preservice teachers navigate 
these norms, discourses among members of the communities collectively define what it 
means to teach. “The language practices that teachers use in talking about the profession 
of teaching both hold the acceptable identities for teachers and carry the important 
knowledge, skills, practices, and values for teaching” (Battey & Franke, 2008, p. 129). In 
essence, teachers enact identities through participation in their communities and as they 
engage in discourse related to teaching and learning. 
 Identity as narrative. Sfard and Prusak (2005) take a discursive view of identity. 
They deem the construction of stories to be equivalent with the construction of identities. 
These stories change over time, across contexts, and are always in the making. Identity is 
both interpreted and constructed through the stories that individuals tell themselves and 




designated identities. The actual identity of a person is comprised of narratives that 
describe the person as they actually are, stated as assertions of fact. On the other hand, 
the designated identity of a person is comprised of narratives that describe the person as 
they are expected to be, sooner or later. Large gaps that appear between actual and 
designated identities, if they persist, can likely cause conflict and unhappiness for an 
individual. In most cases, Sfard and Prusak (2005) note, the only way to successfully 
close such gaps is through learning.  
 In order to understand this learning, Sfard (2006) claimed that one must pay close 
attention to the activity of identifying that “accompanies, informs, and results from the 
process of learning” (p. 25). The aim of this study was to gain a better understanding of 
the process of teacher learning by allowing preservice teachers to actively identify 
through the stories they tell. By telling stories, they situate themselves and the narratives 
they use to define themselves (Battey & Franke, 2008; Sfard & Prusak, 2005). 
Specifically, teachers may talk about who they are in terms of actions (e.g., incorporating 
group work) or in terms of states (e.g., being a math person). Additionally, teachers may 
talk about who they are in terms of future states (e.g., becoming a better math teacher). 
These stories constitute identity because they account for teachers’ previous decisions 
and actions while providing direction for their current and future decisions (Hodge, 2008; 
Sfard & Prusak, 2005). To summarize, teachers’ narratives about themselves and their 
practice as well as the discourse in which they engage provide opportunities for exploring 




Teacher Identity Research 
 Over the past few decades, a noteworthy line of research has accumulated on 
teacher identity. This scholarship can be discussed in terms of three categories:  
• Individual teachers’ beliefs about themselves (Knowles, 1992) 
• The stories teachers tell about themselves (Connelly & Clandinin, 1999; Drake, 
Spillane, & Hufferd-Ackles, 2001) 
• The nature of teachers’ participation in particular types of activities (Grossman, 
Wineberg, & Woolworth, 2001; Kazemi & Franke, 2004). 
These categories of research have contributed to an enhanced understanding of teachers’ 
experiences as part of schools, communities, and professional development from their 
perspective. In the following paragraphs, a few ideas are highlighted in terms of teacher 
identity that emerged from this research. 
 Individual teachers’ beliefs about themselves. From Knowles’ (1992) 
perspective, teacher identity is what individuals believe about themselves as teachers. He 
suggested that a preservice teacher’s biography is important in the process of forming a 
teacher identity. In this case, biography refers to the formative experiences of preservice 
and beginning teachers that influence the ways in which they think about teaching. He 
mentioned early childhood experiences, early teacher role models, previous teaching 
experiences, significant people, and significant prior experiences as relevant biographical 
influences. In a series of case studies, Knowles (1992) found connections between 
biographies and how beginning teachers think about teaching and their practices in the 




preservice teachers because they have to make sense of varying and sometimes 
competing perspectives and expectations. He implied that teacher educators should try to 
understand how to “harness the life experiences” of preservice teachers and channel them 
into more positive and more effective teacher identities (p. 147). 
 The stories teachers tell about themselves. Another way a teacher’s identity can 
be understood is through stories (Connelly & Clandinin, 1999; Drake, Spillane, & 
Hufferd-Ackles, 2001). As lived and told by teachers, stories can serve as the lens 
through which teachers “understand themselves personally and professionally and 
through which they view the content and context of their work” (Drake, Spillane, & 
Hufferd-Ackles, 2001, p. 2). Connelly and Clandinin (1999) suggested that a teacher 
identity is a “unique embodiment” of teachers’ stories that are shaped by the changing 
landscapes in which teachers work. In one particular study, Drake and others (2001) 
found story interviews to be a useful way to understand teachers’ beliefs, motivations, 
and perspectives. Additionally, they found that teachers’ stories were consistent with 
their teaching practices. In general, the line of research focusing on the stories teachers 
tell tend to demonstrate that the ways in which teachers understand and describe their 
experiences are related to the changes that they make in their practice (Drake, Spillane, & 
Hufferd-Ackles, 2001; Gresalfi & Cobb, 2011). 
 The nature of teachers’ participation in particular types of activities. Yet, 
another way to view teacher identity is in terms of how teachers participate in certain 
activities (Grossman, Wineberg, & Woolworth, 2001; Kazemi & Franke, 2004). More 




to professional development. From this perspective, teacher identity is shaped by the 
norms, values, and practices of the contexts in which teachers participate (Gresalfi & 
Cobb, 2011). Furthermore, shifts in participation involve forming new identities that 
reflect new learning (Wenger, 1998). In this view, teacher identity does not refer to 
personal characteristics or beliefs. In contrast, it refers to the set of practices and 
expectations that define participation in certain contexts (Gresalfi & Cobb, 2011). For 
example, in one study, Kazemi and Franke (2004) examined a group of teachers who 
worked together to develop a deeper understanding of their students’ mathematical 
thinking. As they worked together to create a community of learners around the teaching 
and learning of mathematics, they were also creating a set of norms about what it meant 
to teach at their school. This study along with other studies attending to participation and 
identity (Gresalfi & Cobb, 2011; Grossman, Wineberg, & Woolworth, 2001) has 
implications for the kinds of practices teachers pursue within their communities. 
Identity Development and Resources 
 As mentioned previously, teachers construct their identities in multiple contexts 
and through participation in multiple communities (Gresalfi & Cobb, 2011). This 
complex process involves individuals drawing on resources available in particular 
settings. One way to conceptualize learning is as a process in which individuals engage 
with resources in contexts and shift their participation in activities as they engage with 
resources differently (Hand & Gresalfi, 2015). The ways that these resources are 
acknowledged and acted on can be perceived as the influence of an individual’s identity 




considers the relationships between identity, learning, and the resources that contribute. 
In the following paragraphs, a few ideas about these relationships from limited previous 
research are reviewed. 
 Nasir and Cooks (2009) presented a model on how learning settings provide 
resources for the development of identities in a practice-based setting. Their study 
focused on how members of a track and field team were offered and took up identities 
through resources made available to them in their practice setting. They highlighted three 
kinds of resources that contributed to the identity development of their participants. First, 
they defined material resources as the physical artifacts of a setting that support one’s 
sense of connection to the practice. Second, they defined relational resources as the 
positive relationships with others in the context that can increase connection to the 
practice. Third, ideational resources were defined as ideas about oneself and one’s place 
within the practice and the world, as well as ideas about what is valued or good. The 
researchers found that all types of resources contributed to their participants’ identities as 
track athletes as well as supported their learning in this setting. Similarly, preservice 
teachers participate in learning settings where they are provided resources that may 
contribute to their identities as teachers. 
 Some researchers characterize identity as a joint accomplishment between 
individuals and their interactions with resources in different contexts (Gee, 2000; Greeno 
& Gresalfi, 2008; Hand & Gresalfi, 2015; Holland, Lachicotte, Skinner, & Cain, 1998; 
Wenger, 1998). Identities that are developed in relation to a particular activity are always 




conceptualization have been defined is as interpersonal or informational (Hand & 
Gresalfi, 2015; Gresalfi, 2009; Greeno & MMAP, 1998). Interpersonal resources relate to 
the ways people interact with each other and the ways individuals position themselves 
within certain contexts. Informational resources relate to the tools and practices within 
certain contexts that can be leveraged in different ways.  
 With this in mind, the influences over what an individual does and becomes are 
varied and happen coincidently at different levels (Hand & Gresalfi, 2015). Although it is 
unrealistic to focus on all levels coincidently, researchers have attempted to further their 
understanding on how identity develops by focusing on a single level and its relation to 
other levels. Hand and Gresalfi (2015) broke down these previous research attempts into 
three tiers. First, researchers have examined at how identity develops in relation to the 
practices of a particular activity and how the context supports or restricts the negotiation 
of these identities (Boaler & Greeno, 2000; Cobb, Gresalfi, & Hodge, 2009; Gresalfi, 
2009; Hand, 2010; Horn, 2007). Second, researchers have studied how identities shift 
across activities and how these activities afford different opportunities for the same 
people and carry different weight in identity negotiations (Nasir & Hand, 2008; Nasir & 
Cooks, 2009). Third, researchers have tried to analyze how enduring communities frame 
the ways that identity develops and can be extended or constrained within and across 
activities (Hand, Penuel, & Guitierrez, 2012; Horn 2007; Nasir & Saxe, 2003). While 
most of these studies pertain to the identity development of students, a gap exists in the 





 A plethora of research exists on teacher effectiveness and teacher learning (Ball, 
Lubienski, & Mewborn, 2001; Begle, 1979; Boerst, Sleep, Ball, & Bass, 2011; Chazan & 
Ball, 1995; Fennema et al., 1996; Franke et al., 2001; Hanushek, 1981; Hill et al., 2005; 
Peressini et al., 2004; Putnam & Borko, 2000). Furthermore, a large number of studies 
have focused on teacher identity (Alsup, 2006; Battey & Franke, 2008; Connelly & 
Clandinin, 1999; Drake, Spillane, & Hufferd-Ackles, 2001; Enyedy et al., 2005; Gresalfi 
& Cobb, 2011; Knowles, 1992). Few research studies have been focused on trying to 
understand preservice mathematics teachers’ identities through their narratives 
(Richmond, Juzwik, & Steele, 2011). Additionally, few studies have focused on the 
relationships between identities and resources (Gresalfi, 2009; Nasir & Cooks, 2009; 
Nasir & Hand, 2008), and fewer have focused on the resources that contribute to 
teachers’ identities. However, the existing research indicates the importance of identity 
development in the process of becoming a teacher. Clearly, preservice teachers will 
experience shifts in identity as they participate in the different contexts of preparing to be 
a teacher. Gaining a better understanding of this process and the contributing resources 
could have implications for how we prepare teachers to become who they need and want 
to be in their profession. In this study, this gap in the literature is addressed by 
concentrating on preservice mathematics teachers’ identities and by exploring what 





 In recent years, educational researchers have given increased attention to identity 
as a lens for theoretical and methodological lens (Boaler, 2002; Cobb, Gresalfi, & Hodge, 
2009; Gee, 2000; Hodge, 2008; Sfard & Prusak, 2005, etc.). Whenever a researcher’s 
questions focus on human interactions and the dynamics underlying these interactions, 
identity emerges as a reasonable and workable analytic tool (Gee, 2001; Sfard & Prusak, 
2005). Particularly, identity is helpful in answering questions on “how collective 
discourses shape personal worlds and how individual voices combine into the voice of a 
community” (Sfard & Prusak, 2005, p. 15). Focusing on the contextually specific ways in 
which people act and their related identities allows for a dynamic approach in trying to 
understand why individuals act differently in similar situations (Gee, 2001; Sfard & 
Prusak, 2005).   
 Lave and Wenger (1991) suggested that an individual’s identity derives from the 
process of becoming part of a community of practice. From this situated prospective, 
identity shapes the ways individuals participate in social and cultural practices and the 
ways individuals participate in these practices shapes their identities. In this case, 
focusing on participation in social practice also implies an explicit focus on the individual 
as a member of the sociocultural community (Lave & Wenger, 1991). As individuals 
participate in a community of practice, they learn the ways of thinking and acting that are 
valued within that community (Wenger, 1998). Learning is “not merely a condition for 
membership, but is itself an evolving form of membership,” which entails the 




identity, and social membership are all intertwined. This situated perspective of identity 
involves how individuals view themselves, how others view them, and how they 
negotiate these views in relation to their positions within communities of practice.   
 Making contact with Lave and Wenger’s framework, Sfard and Prusak (2005) 
view identity as “the missing link” in research for the “complex dialectic between 
learning and its sociocultural context” (p. 15). They define identity as stories that 
individuals and others tell about themselves. These narratives are collectively shaped 
even if they are individually told and can change according to the storytellers’ and 
recipients’ needs. In this perspective, identity stories are not considered “windows” to 
some intangible entity but serve as individuals’ accounts of the state of affairs in their 
worlds. Not only do they account for individuals’ previous decisions and actions, they 
provide direction for their current and future directions (Hodge, 2008; Sfard & Prusak, 
2005).   
 According to Sfard and Prusak’s (2005) identity as narrative, identity stories must 
be reifying, endorsable, and significant. To be reifying, stories contain sentences about 
states that may include verbs such as be, have, or can and signify repeated actions with 
the use of adverbs such as always, never, and usually. For example, “I am good driver” is 
a sentence that would meet this criterion because it describes a form of being (e.g., “I 
am…”) and likely developed over repeated experiences (e.g., no wrecks or speeding 
tickets). To be endorsable, stories must be true in reflecting the state of affairs in the 
world for the identity-builder or must be reasonable to others. To be considered 




individual. Furthermore, any change in the story would affect a person’s feelings about 
the identified person. Framed in this way, identity becomes tangible to the researcher and 
can be used as an analytic tool in qualitative research. The researcher is able to focus on 
narratives as discursive constructs to investigate identity. In relation to this current study, 
participants were prompted through reflective questions to produce narratives of teaching 
identities that were treated as such and shed light on what matters to them as teachers and 
what resources contribute.  
 In addition to being reifying, endorsable, and significant, Sfard and Prusak (2005) 
suggested that identity stories fall into one of two subsets: actual identity or designated 
identity. Actual identities, consisting of stories about the current state of affairs, are 
usually told in present tense and are asserted as factual. “I am a teacher” or “I have a low 
self esteem” are examples of statements telling the actual state of affairs. Designated 
identities, consisting of stories about the expected or projected state of affairs, are usually 
told in future tense. “I want to be a doctor” or “I need to be a better mother” are examples 
of these identities. However, designated identities are not always desired but are always 
endorsed and seen as binding by the identified person. In fact, designated identities are 
often formed not because of choice but because the identity builder feels there is no other 
way to proceed. From this perspective, learning consists of closing the gap between 
actual and designated identities and defines what counts as success and failure. Large 
gaps that persist between these identities will likely create a sense of unhappiness for the 
identity builder. Related to this dissertation study, teachers’ designated identities may 




These actions may or may not be the result of desired change by the teacher but as a 
result of feeling pressure to become a certain kind of teacher from other sources. 
 An important source of an individual’s identity is the stories that are told by 
others about the identified person (Sfard and Prusak, 2005). As an individual tells stories 
and stories are told about the individual, these narrations are constantly interacting and 
feeding into one another. The significance of the storytellers to the identified person 
determines whether their stories become incorporated into the individual’s identity and to 
what degree. Sfard and Prusak (2005) termed significant narrators, the owners of the 
most influential voices who narrate cultural messages that have the greatest impact on an 
individual’s actions. Preservice teachers interact with university supervisors and 
professors, mentors and students at their placement school, along with their peers who 
carry the messages that impact their identities.   
 This study draws on the work of Sfard and Prusak’s (2005) identity as narrative. 
In this case, teacher identity is equated with discursive narratives constructed by and 
about people who are preparing to become teachers. Preservice teachers were encouraged 
to explain who they had become and who they wanted to be through their narratives. 
Their stories were taken for what they appeared to be and not be compared to what was 
happening in their university or field placement settings. In this sense, teacher learning 
was viewed through participant narratives rather than through observations or 
assessments. The value in this approach lies in the relationship between preservice 




teacher (Hodge, 2008). Through individual and collective stories, identity as narrative 




CHAPTER THREE  
METHODOLOGY 
 
 This aim of this study was to understand secondary mathematics preservice 
teachers’ actual and designated identities and what resources contribute to these 
identities. Although some of the resources from which teachers draw to construct their 
identities have been recognized, the impact of these resources in the identity building 
process has been unclear. In an attempt to learn more about this particular case of identity 
building, methods from grounded theory developed by Strauss and Corbin (1990) were 
applied. By drawing from this approach, themes and relationships were generated 
through the participants’ stories. In the following sections, an overview is provided of a 
way to conceptualize grounded theory, how the participants were selected, how and what 
data was collected, how this data was analyzed, and how methodological issues were 
handled.  
Grounded Theory 
 Developed in the 1960s, grounded theory is recognized as one of the first 
systematic approaches to qualitative inquiry (Creswell, 2007; Saldaña, 2013). In this 
research design, the inquirer generates a general explanation of a process shaped by the 
views of the participants who have experienced that process (Strauss & Corbin, 1990). 
Unlike some approaches that begin with a theory to prove or disprove, grounded theory 
begins with an area of focus and allows for what is relevant in that area to emerge based 
on the data collected from the participants. Strauss and Corbin (1990) suggested that data 




the theories generated are “grounded” in the qualitative data from the study, especially in 
the social processes of the participants.  
 The elements used in a grounded theory approach seemed appropriate for both the 
identity as narrative framework and the research questions posed for this study. First, 
identities in this framework are defined as individuals’ stories, which are socially 
constructed in nature (Sfard & Prusak, 2005). Second, the research questions required a 
focus on understanding how preservice teachers engage in the process of learning who 
they need to be as mathematics teachers. Third, no real theories or solid explanations 
exist on the process of becoming a teacher while considering their interactions with 
impactful resources. Using methods based on the grounded theory approach allows 
researchers to focus on what is central to the process (Creswell, 2007; Strauss & Corbin, 
1990). Given the framework, research questions, and choice of research approach, 
participant narratives were needed to explore teacher identities and the resources that 
have the greatest impact on learning from their perspective.  
Participant Selection 
 To address the goals of this study, purposeful sampling was utilized to select the 
participants. In this type of sampling, researchers chose participants who have the 
potential to offer insights into the questions posed or to help develop theory (Creswell, 
2007; Strauss & Corbin, 1990). According to Patton (1990), the power of purposeful 
sampling lies in determining what participant characteristics will elicit the richest and 
most in depth information. In order to understand preservice mathematics teachers’ 




group of secondary mathematics interns who had experienced a similar process in 
preparing to become teachers. In the chosen cohort, the preservice secondary 
mathematics teachers attended the same university as math majors, completed the same 
required coursework for their program that included methods courses taken at the same 
time, and were at the time experiencing the second semester of their yearlong internship 
in local public schools. They all experienced a similar structure in their internship in 
terms of having the opportunity to gradually take over as the primary instructor of classes 
throughout the school year. 
 Initially, ten members of this cohort agreed to participate. The number of 
participants dropped to nine after one of the ten decided not to complete her internship. 
Although including more participants would have been ideal, working with nine 
individuals allowed for balance in the depth needed to understand their perspectives with 
the breadth needed to generate concepts and relationships. In order to protect the 
participants, pseudonyms were used for each intern's name and school’s name throughout 
the process of collecting, analyzing, and reporting data. Additionally, Informed Consent 
Forms (Appendix A) obtained prior to participation guaranteed each intern's right to 
withdraw from the study at any time. 
Data Collection Procedures 
 Sfard and Prusak (2005) define identities as “a collection of stories about persons” 
(p. 16), where narratives are told by an author, about a person, to a recipient. Because 
Sfard and Prusak’s construct of identity as narrative was chosen as the framework, data 




addition to the appropriateness for the framework, interview data and reflections are also 
suitable sources for applying a grounded theory approach. The goal was to gain an 
understanding of how the participants experience the process of constructing their actual 
and designated identities and what resources contribute to this process through their 
voices. In the following paragraphs, the data collection procedures in terms of access and 
the forms of data collected during the study are described. 
Access and Entry Procedures  
 The data collection plan for this study began in the 2013 Fall Semester. First, I 
was included as a co-investigator in an IRB proposal for a larger project related to the 
proposed study. After IRB approval for the project was granted, I approached the current 
cohort of secondary mathematics interns with the Informed Consent Form (Appendix A) 
and invited them to participate in the study. I explicitly explained what would possibly be 
involved on their part and reiterated their right to withdraw at any time. Each intern 
teacher was asked to share written reflections from their coursework and to participate in 
potentially two interviews that would last no more than 30 minutes each session. Ten of 
the thirteen interns returned consent forms, and initially agreed to participate. I chose not 
to approach the three interns who did not return their consent forms because I was the 
instructor for MEDU 485 and somewhat in a power position over the interns at the time. 
 After being approved at my prospectus defense to conduct the study, I followed 
up via email with the ten participants who consented. I received confirmation from nine 




consisted of five females and four males who are all white and whose ages ranged from 
early to late twenties at the time of their internship experience. 
Written Reflections   
 Initially, written reflections were pulled from previous MEDU 485 course 
assignments and discussion board posts with permission from the participants. 
Specifically, responses to the prompts shown in the Table 3.1 below were considered for 
background purposes before conducting the interviews. These reflections were also used 
as a form of pilot testing for the coding process described in the data analysis section 
below. 
Table 3.1. Background information for pilot coding. 
Prompt Date Submitted to MEDU 485 Course 
As a teacher, I am _______ December 2013 
Good teaching is _______ December 2013 
 
 A few days prior to the scheduled interview session, each participant was sent a 
copy a graphic organizer (Appendix C) adapted from Walker’s (2006) Student Map of 
Influences on Mathematical Success. The purpose of the graphic organizer was to 
uncover their narratives concerning the resources they felt had influenced who they were 
as teachers. Moreover, the map was designed to hierarchize the resources in terms of 
which ones had the most impact their teaching. Because of the timing of the interviews 




given the option to complete the graphic organizer prior to arriving to their interview 
session or as soon as they arrived to the interview session. All participants with the 
exception of one waited until their interview session to complete the graphic organizer. I 
referred to each participant’s written responses and asked for further details during his or 
her interview session for clarification and more depth in understanding each selected 
resource (Appendix B).  
Interviews   
 Hatch (2002) stated that qualitative interviewers can “create a special kind of 
speech event” during which they ask open-ended questions, encourage participants to 
explain their perspectives, and listen for clues that reveal meaning. Interviewing was the 
primary means for collecting data during this study. The purpose of the interviews were 
to get the participants to tell stories about who they were as teachers, who they felt they 
needed to be as teachers, and what resources had the greatest impact on this process. 
Created with Sfard and Prusak’s (2005) framework in mind, the open-ended questions 
created for the Interview Protocol (Appendix B) were geared towards getting the 
participants to talk about their actual and designated identities.  
 Interviews were conducted individually on the campus of the participants’ 
university in a private office space. In order to provide a reference to help the participants 
explain their perspectives, I showed them a video clip of their own teaching that they 
selected previously to submit in the EdTPA process as an illustration of who they were as 
teachers. The videos were used to stimulate an open-ended discussion about the aspects 




strictly used as a tool to help the participants to be more explicit in their explanations and 
were not analyzed as data for the study. I used a semi-structured interview technique that 
allowed the participants to tell their stories, while providing me with information 
pertaining to their actual and designated identities. When I asked each question from the 
interview protocol (Appendix B), I waited until participants finished everything they 
wanted or needed to say without interruption. This allowed for more story-like responses 
in the sense that the participants did the majority of the talking while I listened. Each 
session was digitally recorded and was transcribed verbatim using InqScribe software. 
Data Analysis Procedures 
 When using a grounded theory approach, a researcher typically advances through 
a series of different types of coding procedures for analyzing data (Strauss & Corbin, 
1990). The process involves applying specific types of codes to data through a series of 
cumulative coding cycles that will ideally lead to the development of theory (Saldaña, 
2013; Strauss & Corbin, 1990). In the process of analysis for this study, the overall 
principles of grounded theory were applied (Strauss & Corbin, 1990). Although the 
analysis process was not as clean and neatly packaged as the following paragraphs would 
imply, the description of how I employed a version of Strauss and Corbin’s (1990) 
process is organized by the three coding phases for purposes of clarity in communicating 
the overall feel of analyses. For example, multiple rounds within and across each phase 
took place over the period of time in which the data was analyzed. Because of the 
extended time period of the analysis and writing process, a certain level of continuous 




 The following paragraphs are organized according to the following. First, the 
overall analysis process is generally described through coding phases. Figure 3.1 is 
presented for a visual reference of the phases as a complete process. Second, the role of 
memo writing in the analysis process is briefly discussed. After the data analysis 
procedures are explained, an overview is provided on how methodological issues were 
addressed.  
Coding Phases 
 For the first round of coding, In Vivo Coding was used to analyze both the 
interview transcripts and written artifacts (Saldaña, 2013; Strauss & Corbin, 1990). This 
type of coding is an acceptable method for what Strauss and Corbin (1990) consider open 
coding or the first phase of coding, which allows the researcher to identify initial 
categories, properties, and dimensions. In Vivo codes are words and phrases found 
directly in the actual language of the qualitative record and can be thought of as direct 
quotes (Saldaña, 2013). Using this method allows for prioritizing and honoring 
participant voices while looking for patterns within the data. Because in this case 
identities are stories or statements about states, In Vivo Coding seemed to be particularly 
useful for analyzing discourse in the identity as narrative framework.  
 During this first phase, I analyzed each participant’s data separately, 
chronologically as it was collected. As I worked through each interview, I initially 
highlighted phrases and labeled them as actual, designated, or resource. Table 3.2 
provides examples of identifying phrases for actual identity and designated identity that 











Table 3.2. Sample indicators for actual identity and designated identity. 
Actual 
Identity 
Students would say that I am… 
I am/was…(followed by specific description of teaching or type of 
teacher) 
My students always know that I… 
I was able to show that I am…(referring to EdTPA video or evaluation) 
I think that was a good representation of my teaching 
because…(referring to EdTPA video or evaluation) 
I feel _______ about teaching. 
I wanted them to see that I am…(referring to EdTPA video or 
evaluation) 
________ really demonstrated who I am/was as a teacher. 
I think it’s important to…(followed by reference to practice) 
My class is… 
I love getting students to…  
Designated 
Identity 
I want/don’t want to be a teacher that… 
I need…(followed by specific description of teaching or type of teacher) 
I have to be…(followed by specific description of teaching or type of 
teacher) 
I hope I can be…(followed by specific description of teaching or type of 
teacher) 
I should…(followed by specific description of teaching or type of 
teacher) 
My challenge will be… 
I would like to improve on…(followed by specific description of 
teaching) 
I would like for students to say that I am… 
I am scared of…(followed by reference to teaching in the future) 
A weakness that I need to work on is… 






the data that was highlighted and coded “actual” based on the qualities of being spoken in 
present tense and expressing a state of being (Sfard & Prusak, 2005). “I want to have 
assigned roles…” (Eve) is an example of a phase from that data that was highlighted and 
coded “designated” based on the qualities of being spoken in future tense and expressing 
a wish, obligation, commitment, or need (Sfard & Prusak, 2005). Resources that were 
explicitly stated as such were highlighted and labeled in the first phase. Implicit resources 
were coded when connected through statements defining actual and designated identities 
in the following phases.  
 For the second phase of coding, the data was assembled in new ways by making 
connections between categories established during open coding (Strauss & Corbin, 1990). 
Strauss and Corbin (1990) refer to this stage as axial coding where the “axis” is 
considered a category or categories that emerge from open coding (Saldaña, 2013). For 
axial coding, a researcher should focus on specifying categories in terms of the contexts, 
conditions, interactions, and consequences related to the process being studied (Strauss & 
Corbin, 1990). Strauss and Corbin (1990) refer to these specifying features as 
subcategories that give a category precision and provide relationships within. Grouping 
data that has been similarly coded reduces the number of initial codes developed while 
sorting them into conceptual categories (Saldaña, 2013). In addition to looking for 
relationships during this phase, the researcher should look for possible contradictions in 
the data, which can also add to depth of understanding (Strauss & Corbin, 1990).  
 During this second phase, codes that reflected that actual words of participants 




and to make connections across participants to eventually develop themes. For example, 
“I ask a lot of questions” (Grace) highlighted as actual and “I definitely need to 
reevaluate my questioning” (Grace) highlighted as designated were both categorized as 
simply “questioning” in this phase. As previously mentioned, additional resources were 
also coded during this phase. In this particular case, an evaluator emerged as a resource 
based on a reference the participant made while telling the story needing to improve her 
methods for questioning.   
 During the next phase, higher level constructs that pulled together the main 
themes developed from previous coding. Strauss and Corbin (1990) labeled this phase as 
selective coding and suggested that integrating categories in such a way requires finding a 
primary theme of the research or creating a condensed version of the analysis that 
explains what the research is all about. All categories and subcategories become 
systematically linked to illustrate the “greatest explanatory relevance” for what is being 
studied (Corbin & Strauss, 2008, p. 104).  
 In attempt to make the data more conceptual and theoretical, I examined what 
concepts and themes could be developed and how they could be interrelated. Using the 
example of “questioning” above, documented instances of this category were collected 
across participants and examined for clues of significance. In addition to “I ask a lot of 
questions” (Grace), the statements “I’m questioning a lot” (Eve) and “… I’m trying to 
pose questions” (Hakim) were also categorized as “questioning” in the second phase of 
coding. A theme of “Questioning as Increasing Student Participation” emerged after 




Figure 3.1, Figure 3.2 illustrates a snapshot of this specific example. Themes that 
emerged through this data analysis process will be discussed in more detail in Chapter 
Five of this dissertation. 
 
Figure 3.2 Snapshot example of coding phases using questioning. 
Memo Writing   
 Strauss and Corbin (1990) suggested that “memoing” should start at the inception 
of a research project and continue until the final writing is complete. Saldaña (2013) 
suggested that memos are a place for researchers to “dump” their brains about the 
participants, phenomenon, or process under investigation. First of all, this type of 
journaling allows the researcher to document coding choices, emerging patterns, and 
insightful connections that occur during analysis (Saldaña, 2013). Second, it allows the 




Third, it allows the researcher to document any problems or ethical dilemmas pertaining 
to the study. In other words, when something significant about the analysis comes to 
mind, it can be documented in the form of memos. 
 Throughout the process of analyzing, I kept a record of my thoughts and decisions 
about what I saw in the data through memo writing. From the beginning of data 
collection procedures, I kept a composition book on me at all times to make notes when 
necessary. Furthermore, I made notes directly in the documents containing data. In the 
beginning, I noted participant characteristics such as facial expressions or emotional 
states immediately following each interview. During the first phase, I kept ongoing lists 
in the composition book such as the identifying phrases for actual identity and designated 
identity mentioned in the previous section (Table 3.2). When questions or concerns 
emerged later in the analysis process, I documented these notes in the form of memos. 
For example, I created a memo concerning the point that no participants expressed a 
desire to improve their content knowledge. I questioned whether this omission on their 
part was a product of truly understanding the content or not realizing that improvements 
were needed. In addition to using memo writing throughout the analysis process, I 
referenced the memos created continuously during the writing process of this dissertation. 
Methodological Issues 
 Many perspectives exist on the importance of validating qualitative research and 
how to approach it (e.g., Angen, 2000; LeCompte & Goetz, 1982; Lincoln & Guba, 1985; 
Wolcott, 1994). Creswell (2007) recommended engaging in at least two frequently used 




For this study, I employed three strategies that he referenced: (a) clarifying researcher 
bias, (b) peer reviewing, and (c) member checking.  
 First, I attempted to be mindful of and to document any biases or assumptions that 
may have impacted the study through memo writing. For example, I tried to be mindful 
during the interview process that I was once in a power position over the participants as 
their secondary mathematics methods instructor. Based on the participants’ narratives, 
they did not seem to be intimidated or to alter their responses because of my role as the 
data collector. All of the participants were very forthcoming and candid in their 
responses. I also considered this during analysis and searched for clues in the transcribed 
data that could have indicated an influence in their responses. In addition, I tried to 
mindful of preconceived notions that I brought to the study as being a math instructor. I 
had to remind myself to avoid adding my own commentary in the interview sessions 
about on my own experiences.  
 Second, I engaged in peer review sessions with other qualitative researchers 
throughout the process of analysis. This group consisted of a professor and three others 
who were doctoral students at the time or had recently completed their dissertations. They 
were asked to code samples of data that represented the first phase of the coding process. 
I provided a basic definition of actual identity, designated identity, and resource before 
giving them a sample interview to code. In addition, they were asked at various times to 
critique my interpretations as I progressed through other phases of the analysis. 
 Third, I was able to solicit two participant views of my interpretations in the form 




session with every participant or in a focus group setting. However, based on the timeline 
of the study and participant availability, only two follow-up interviews were conducted. I 
prepared bullet point summaries of the findings for the two participants and shared these 
documents with them in the follow-up sessions. I used the documents as talking points 
during and asked for feedback concerning any discrepancies in my interpretations. An 
example of a summary is provided in Appendix D. 
Summary 
 Using a qualitative research approach, this study explored secondary mathematics 
preservice teachers’ actual and designated identities and the resources that contribute to 
these identities. Nine members of a secondary mathematics education cohort agreed to 
participate in 30-minute interview sessions and to complete a reflection in the form of a 
graphic organizer (Appendix C). Each interview was audio recorded, transcribed, and 
initially coded as chronologically collected. All data collected was analyzed using the 






Table 3.3. Data according to research questions. 
Research Question Data Source Method of Analysis  




Written reflections –  
“As a math teacher, I am ___” 
“Good math teaching is ___” 
Used as background for 
interviews to develop questions. 
 
Graphic organizer (adapted from 
Walker, 2006) – see Appendix C 
A few participants indicated states 
of being through explanations. 
 
Interview data – see Appendix B 
Questions pertaining to current 
state of affairs, video of teaching 
used to probe dialogue about 
what is valued. 
Submitted semester 
prior to interviews, 
analyzed prior to 
interview sessions as 
pilot coding 
 
Analyzed as collected 
and continuously 
through coding phases. 
 
 
Analyzed as collected 
and continuously 
through coding phases. 




Interview data – see Appendix B 
Questions projected at future 
visions or goals, video of teaching 
used to probe what is valued in 
terms of improvement. 
Analyzed as collected 
and continuously 
through coding phases. 
What are the resources 
that contribute to the 
construction of these 
identities? 
Graphic organizer (adapted from 
Walker, 2006) – see Appendix C 
Participants to create hierarchy 
of resources according to impact 
on teaching 
 
Interview data – see Appendix B 
Questions refer to participant 
responses in graphic organizer as 
well as possible resources specific 
to coursework and/or mentors. 
Analyzed as collected 
and continuously 




Analyzed as collected 
and continuously 







CHAPTER FOUR  
FINDINGS: INDIVIDUAL NARRATIVES 
 
 The analysis for this study focused on three research questions: (a) What are the 
secondary mathematics preservice teachers’ actual identities? (b) What are the secondary 
mathematics preservice teachers’ designated identities? (c) What are the resources that 
contribute to the construction of these identities? The following sections of this 
dissertation provide the findings to these questions according to each of the nine interns’ 
individual stories they told about themselves as teachers. Descriptions for each intern are 
products of the responses to the interview questions (Appendix B) and the Map of 
Resources (Appendix C). First, participants are introduced with brief descriptions 
concerning their internship placement. Next, portions of each intern’s narratives and 
responses are provided according to research question. Last, each individual section 
closes with a short summary of the findings. A table is provided at the end of this 
dissertation that summarizes the four most impactful resources (Appendix D) listed on 
each participant’s Map of Resources (Appendix C). 
Intern #1 – Amy 
 I met Amy during a mathematics methods course that she attended as a student 
the first semester of her yearlong internship and that I taught as a graduate student in the 
fall of 2013. With dark hair and a shorter stature than my own, I remember her hesitantly 
approaching me during our break the first evening of class to inquire about missing an 
upcoming class session. I was a little taken aback by being asked on the first night of 




that the absence would be unexcused if she chose to miss class. At the time, I did not 
anticipate the bitterness that my response would create. After a couple of weeks of 
agonizing over this matter, I decided to meet with Amy privately in my office to 
apologize for reacting without considering what was important to her in her life – not 
mine. Our conversation proved to be quite a breakthrough in our relationship and our 
respect towards one another. When she came to my office for the interview session 
months later, she walked in and sat down as if she were in the comfort of her own home. 
 For her internship experience, Amy was placed at a magnet school with an 
emphasis on using technology in the classroom. As a result, her stories tended to include 
the importance that technology played in her role as a teacher during this time. Amy’s 
actual and designated identities reflected a focus on her classroom management, her 
lesson structure, and the confidence she has in herself as a teacher. The following 
paragraphs provide more detail on these findings, which seem to be greatly affected by 
both her placement school and university mentors’ expectations. Additionally, I provide 
short descriptions of Amy’s impactful resources, which include references to past and 
more current experiences for her as both a student and a teacher. 
 Actual identity. When asked about what her students would say about her as a 
teacher, Amy first established that student responses would depend on which one of her 
two classes I asked. She predominately talked about classroom management when 
describing what her freshman Algebra I students would say about her and lesson structure 




There were quite a few students who cannot handle having an iPad in the class. 
I've had to – there seems that you know that my UT professors were looking for 
in observations –that classroom management was not being seen. So, I've had to 
express that I can do that classroom management. So, that's changed. Um, and so, 
they would probably say that I've cracked down. And then in my other class, they 
would probably say like a typical day is like lesson then activity. So like a mini 
lesson and then student centered activity. 
When talking about how she manages her classroom, Amy frequently referred to the 
structure of her lessons. The feedback she received from mentors and supervisors seemed 
to shape her participation in her classroom by sparking the transition from a focus on 
direct instruction to what she calls “segmented instruction.” For example, she mentioned 
again that she now uses “a mini lesson then a student-centered activity” as a result of this 
feedback. She also mentioned management issues pertaining to student iPad use again 
and how changing the norms of student use impacted her ability to manage the class.  
 When asked about why she chose her video segment for EdTPA, her response 
was dominated by explanations of what edTPA required of her instead of how the 
segments represented her as a teacher. Amy conveyed that she did not have a lot of 
flexibility in what material she could use to compose her video because of issues 
pertaining to edTPA rules and time constraints. She felt that she needed to show herself 
making complex explanations in front of the classroom, which was driven by what she 




I had already done the planning for the three day unit for edTPA specifically. The 
unit was actually five or six days long if you count the quiz or the test for that 
unit. And so, I had chosen that one because I'd had day one and day two of the 
unit to practice and get in the grove of teaching for three days in a row, and then 
having like that recording be like the culmination of the unit. And so, it would be 
the – it had the most complex explanations required and I thought that would be 
best for edTPA to be able to show that I was able explain those topics and to 
really get some good footage of me in front of the room was my goal so that I 
could analyze my teaching the best whether it be good, bad, or ugly.  
 Amy discussed later in the interview about her natural ability to teach. Referring 
to a weeklong experience of substitute teaching prior to her internship, she stated, “I was 
able to take the book and the material that they were learning from and help them 
understand it in a way that their normal teacher that they had been with all year couldn’t.” 
When discussing how her mentor teachers impacted her teaching, she continued to 
project her confidence in her ability to teach:  
They've supported me through the whole process of getting even better because 
I'm already comfortable walking in front of 25 kids and starting to talk about 
whatever they need to learn. And I'm already comfortable with giving tests and 
grading tests and doing all the teacher-like things. You know if I need to – I've got 
30 minutes. Here's a lesson plan. Done. 
Amy seems to associate effective teaching with being efficient. She talked about the 




extreme amount of effort and doing so in a short period of time. Repeated narratives 
regarding her confidence and efficiency supported these actual identities for her as a 
teacher. 
 Designated identity. Amy’s stories did not provide an abundance of insight into 
her designated identity, but she did reveal a few hopes and desires that tended to be an 
extension of her actual identity. For example, she wants her future students to say that 
they are in an environment where they can learn without losing focus. I asked Amy how 
she might accomplish this goal and she responded:  
Well, definitely continuous growth. Even if it means like taking extra professional 
development or even auditing classes through UT or somewhere else, you know, 
to keep up with some of the more current ideas in education. And then, definitely 
like a strong focus on continuously learning about classroom management 
because without classroom management none of the students can learn as 
effectively as if they were in a well-managed classroom. 
In addition to classroom management, Amy talked about keeping on top of her lessons 
and time management in general as an area for improvement. She specifically referred to 
some of the challenges she faced during her internship: 
That was just hands down the most frustrating thing about this semester is that I 
would get up at like 5:00 in the morning, having been working until midnight or 
1:00 or 2:00 in the morning, get up at 5:00, go into STEM two hours before 
contract, and try to whip up level 5 lessons for my students. And having that both 




is that I had my lesson done 20 minutes before the class started, and then I would 
go back during my plan periods and whip up another one for 4th block and it just 
seemed to be this like continuous snowball effect. And, so, that would be 
definitely something I would improve on. 
She also mentioned that she hopes to have the authority to say no to extra responsibilities 
such as coaching sports and clubs so that she can spend time with her family. Because 
Amy endorses being a successful teacher as having effective classroom management and 
efficient time management, she is also confirming that her future learning will focus on 
these aspects. 
 Resources. According to Amy’s responses on the map of resources, her most 
impactful resource on who she has become as a teacher is her past substitute teaching 
experience. She clearly values being good at her job and being appreciated for what she 
has to offer. As previously mentioned, she discovered her “natural ability” during this 
time, which encouraged her to pursue a career in teaching. In addition to the comments 
provided previously about this experience, Amy spoke of the gratitude shown to her from 
the students and classroom teachers as a catalyst in her career choice:  
Getting the notes of appreciation from the teachers saying thank you for helping 
my class understand the material I've been struggling all year to help them with. It 
really made me understand that I actually had a natural ability for it. When I came 
back to school again, I decided that I would do math education. So, but without 
those students and that school and that job, I wouldn't be here at all. So, I think 




This experience seemed to be monumental in contributing to Amy’s actual identity as 
being a confident and competent teacher.  
 Amy noted students in general as her second most impactful resource. Amy 
clarified in the interview that “students” referred to all previous students. This included 
students from her substitute teaching experience, private tutoring experiences, shorter 
field experiences through university courses, and her yearlong internship experience. She 
expressed the responsibility that she feels towards her students in the following 
statements:  
If I'm not the most effective teacher that I can possibly be, they're not going to get 
as far in life as they possibly can. No matter what's going on in my life, I know I 
can walk into that classroom, shut the door, and there are my students who have 
got to get through this material. And so, I'm the one who is going to be providing 
that education to them on the very base level. And, they're definitely the reason 
why I teach and the reason why I like teaching and enjoying teaching and want to 
continue to grow. 
Amy feels that teaching mathematics is an important job and that she can effectively do 
this job. She feels she can help others through the act of teaching while feeling she has 
value through the process. Students as a resource contributed to Amy’s actual identity 
consistent with the previously mentioned resource. 
 Amy ranked her mentor teachers at her placement school as her third most 




about how these resources helped her to refine her teaching and continued to emphasize 
classroom management as part of these refinements: 
I'd sit down with my mentor teacher and we just kind of shoot the breeze. And 
talk about what went well and what didn't and what could I change and how could 
I address this student in the very back in the dead corner that I can't get behind to 
check his iPad. But like, how can I make sure he's staying on task and stuff like 
that. 
When asked about the most impactful part of her internship, she again talked about 
learning from her mentors and professors ways to deal with one particular situation 
verses another and the “subtleties” of classroom management. It is unclear to me if these 
significant narrators stimulated her focus on classroom management or if Amy utilized 
their narratives to strengthen an identity she had already established for herself. 
Regardless, their voices clearly had an impact on both her actions and designated identity 
as a teacher.  
 Summary. Amy’s stories illustrated a teacher identity as one who is concerned 
with classroom management skills but also feels confident about who she is in the 
classroom. In particular, the classroom management theme became evident in the 
findings for all three research questions. Based on these findings, Amy’s ideas about who 
she needs to be as a teacher is dominated by how well she can keep her students on task 




Intern #2 – Britt  
 The semester before I served as Britt’s mathematics methods course instructor, we 
both attended the same graduate mathematics course as students. I first remember her as a 
quiet, serious student sitting in the front row of class seeming to almost hide behind her 
straight long black hair. At the time, I was not aware that she would be completing her 
internship the following year or that she would soon be attending a class as one of my 
students. From this point in time to the time we talked during the interview session, I 
discovered that behind her stoic demeanor exists the identity of a teacher who is 
reflective and passionate about her chosen profession and especially about the wellbeing 
of her students.  
 Britt chose to complete her yearlong internship at a high needs school where 
87.5% of the students receive free or reduced lunch and where the average class size is 
smaller than other high school math classes in the area. Her actual and designated 
identities reflected her emphasis on relationship building with students and the 
importance she places on questioning and discussion in the classroom in order to create a 
positive environment. Her stories also reflected her growing confidence in herself as a 
teacher. Although Britt was not as forthcoming as the other interns in her interview 
session, she provided details unlike any other participant in her responses to the map of 
resources. I will provide the findings of all responses in the following paragraphs 
according to each research question. 
 Actual identity. When I asked Britt how her students would describe her as a 




she is nice. She felt more comfortable talking about the way her students would describe 
her classroom structure than talking about the way her students would describe her 
personal characteristics as a teacher. For example, she commented about her students’ 
understanding of her expectations during class: 
They probably would say that [pause] that we are doing too much. They always 
just want to chill every day, but um. I have a pretty small class. Twelve students 
and they all get along. They come in and they know the routine every day. They 
do their warm-up and then we go into the lesson. And, they always have an exit 
ticket at the end of the day. But, they always know what to do when they come in. 
She continued to comment multiple times about not knowing what her students would 
say about her. 
 When asked about why she chose her video segments for edTPA, Britt first 
explained that she chose the lesson because it incorporated good visuals and a hands-on 
activity that the students would like: 
Britt: Um, out of everything on systems, I thought graphing systems would be 
best because you can visual see the lines and I also liked the activity for that 
lesson. They did an activity with patty paper. So, I liked that activity the best out 
of everything else. 
 
Me: So, with the patty paper, what was it about that activity that stood out to you? 
[pause] Was it just because it was hands on? 
 
Britt: Hands on. Yeah. And, I thought the students liked it. 
 
When I pushed her to be more specific about choosing the particular segments within the 
lesson, she tended to focus on questioning and group work in her responses. She stated 




her students working together and that the clip she decided to use illustrated all three 
pieces.  
 Britt’s stories indicated increased confidence in who she has become as a teacher. 
She distinguished different comfort levels at three critical points in time – before the 
internship, after the internship (current point at the time), and the future. She explained 
that she was afraid to speak in front of a group prior to her internship experience. When I 
asked Britt what her future students would say about her, her response reveled a new 
level of confidence. She reflected a sense of accomplishment and encouragement: 
I almost see it as getting easier five years from now. After this internship 
experience, I feel like 100% more comfortable in the classroom. I feel ready for 
my own class now. I think after each year of experience I'll feel more and more 
comfortable and ready. 
Britt clearly made a transition from being unsure of herself as a teacher to believing in 
herself whole-heartedly during this experience. 
 In addition to stories that focused on her confidence level, Britt conveyed a 
passion for building positive relationships with students. She told stories of three students 
who had unfortunate circumstances outside of school that she learned about through 
making an effort to get to know them. She admitted to having negative feelings towards 
these students and to not being able to engage these students prior to building 
relationships with them. She spoke in detail about one particular female student: 
She didn't join my class until this semester in January. And, she almost kind of 




distract other students and it kind of bothered me. And, I called her guardian one 
day. She lived with her aunt. So, I called her aunt and I talked about it and 
actually found out that her mom died within the past year. And so I felt really bad. 
So, all the feelings of like frustration left. Over spring break I went to Ohio and I 
came back, and she overheard me talking about it. And, I guess she used to live in 
Cincinnati with her mom and we kind of bonded on that. So that changed my 
view because you never really know what's going on with your students. So, it 
really impacted me. 
Britt found that as she began to make an effort to learn more about her students, they 
became less reluctant to participate in the math classroom. After learning about struggles 
in their personal life, she showed sympathy towards them. As a result, their behaviors 
changed and she saw a positive change in the classroom environment. Britt summarized 
at the end of this particular story, “I have learned to not judge a student’s behavior until I 
get to know them.” Her narratives provided evidence that she had reified the importance 
of relationship building with students. 
 Designated identity. When asked about possible improvements she would like to 
make in her teaching, Britt shared visions of a more productive classroom environment. 
For example, she talked about asking better questions to engage students when describing 
the improvements she would like to make to her edTPA lesson. She stated: 
I would probably change the questioning that I did. I didn't ask very deep 




asked, but if I did it again, I would ask students to expand upon them more. I 
would want more class discussion. 
She expressed a belief that asking better questions would lead to better student 
discussions, which would lead to a more open and richer learning environment. She 
projected a need to change her instructional practices so that she is telling students less 
and that her students are doing more of their own thinking:  
Britt: But, with the discussion, I know that I would also want to ask those higher 
level questions to get them on that track. 
 
Me: It sounds like you want to change your questioning so that they are doing 
more work and they're... 
 
Britt: They're thinking more. I'm not just telling them. 
 
She continued to mention the desire to ask “higher level questions” throughout the 
interview in reference to fostering student discussion, keeping students engaged, as well 
as setting high expectations. Britt is able to imagine herself as this kind of teacher, and 
therefore, is motivated to close the gap between her actual and designated identity. 
 Setting high expectations for and building strong relationships with students 
proved to be reoccurring themes in Britt’s designated identity. These themes were 
particularly evident when she described how she hopes her students in the future will 
view her as a teacher: 
I would hope that they would see me as having high expectations for them, but 
also as a teacher who's approachable if they ever have questions or if they ever 




students. So I would want them to see me as a good role model, but also someone 
who challenges them and pushes them. 
The intensity in her facial expressions and tone in her voice when she made these 
statements made them endorsable as identities designating her future as a teacher. 
 Resources. Based on Britt’s responses to the Map of Resources, she cited her 
experience in the classroom as having the most impact on her as a teacher. This 
indication as her most impactful resource is supported by the stories she told during the 
interview session. She both wrote about and talked about her internship experience as a 
time of tremendous growth. For instance, she attributed her newly found confidence in 
teaching to this experience: 
Before starting my internship, I had a lot of experience tutoring students one-on-
one or in small groups. But, I didn't have a lot of experience in front of a big 
group. And so, even in August when I started, I was a little bit nervous. But, now 
it's almost natural getting up there in front of the class and starting a lesson. So, 
that really impacted me and gave me a lot of confidence. 
Additionally, she discussed having the opportunity to make instructional decisions, to 
discover how she needs to handle classroom management, and to build positive 
relationships with students. Britt iterated the importance of getting to know students:  
This experience has allowed me to build positive relationships with my students. 
Every teacher should care about their students and want them to succeed, but in 
order to really build that positive classroom environment you have to really get to 




Through this internship experience, I have learned to not judge a student’s 
behavior until I get to know them. 
As noted previously, interactions with students afforded by her internship experience 
contributed to her identity as a teacher who builds relationships with students. 
 Britt cited the support of her family and friends as her second most impactful 
resource. She specifically mentioned her husband, her parents, and the other secondary 
math interns in her cohort. She gave the impression that her support system played a 
major role in successfully getting her through a yearlong internship and Masters level 
coursework. She talked about these supports during the interview session: 
My parents live three hours away in Nashville and then my husband lives in Ohio. 
And, so it's very hard to be over here at school without having family around. I do 
have some friends and especially friends through the internship program that I've 
been able to kind of talk to and vent to. And, it's nice especially with the interns to 
have somebody who is going through the same experience to talk to. With my 
family, I started the Masters program June 3rd. And, I had just gotten married 
June 1st. So, it was very hard for me to come to school. And, I remember calling 
my husband on that Monday night and just crying and wanting to quit. He calmed 
me down. He knew how much I wanted to teach, so he was like, “Just hang in 
there! It will go by fast.” And I’m glad that I stayed. 
 As her third most impactful resource, Britt chose to talk about her mentors at her 




general, she attributed her primary mentor teacher with helping her reach a new level of 
confidence in her teaching: 
She's been amazing. From the first day, she's always been very supportive and 
she's stood up for me when administrators or other teachers want me to just go 
make copies and things. She's like, “No! She's not here to make copies. She's here 
to teach.” And, so she's just been very supportive. And, she gave me a lot of 
confidence in front of the class. I had always been told by almost everybody that 
I'm too quiet in front of the class. And, she said that I wasn't. She said that volume 
is good and that gave me confidence.   
Additionally, Britt talked about the confidence that her mentors had in her. She expressed 
her appreciation in having the autonomy to make decisions in her assigned classes: 
She always let me choose when and how I want to teach lessons. It really has 
been like my own classroom, and I am so thankful that she felt comfortable 
enough with me as a teacher to let me take over her class. 
 Lastly, Britt noted her university classes, professors, and supervisors as having an 
impact on her teaching. She summarized their impact in a written response to the Map of 
Resources: 
Through my UT courses I have learned many instructional strategies that will help 
me in my first year teaching. In addition, professors have provided me guidance, 
feedback, and support for implementing these strategies and theories in the 




math teacher I am today by observing me teach at least twice every month and 
offering me constructive feedback to improve on. 
During the interview, I asked Britt to talk about a specific example of feedback that was 
helpful to her. Again, she illustrates the importance she places on questioning as part of 
instruction: 
Me: Is there anything in particular that you can think of that was something that 
you were given feedback on and you feel like you were able to turn around and 
make some improvements? 
 
Britt: Yeah. Um, I know that there's one. I would just always throw questions out 
there. And, it didn't hold all the students accountable. And so, they actually gave 
me a really good suggestion that I like call on students specifically and randomly. 
So, I've been doing that and I've noticed that my kids are more engaged when I do 
that. So, that was probably the best feedback I got. 
 
 Britt’s family and friends, mentors at her placement school, and professors and 
supervisors played the roles of significant narrators in the sense that their voices 
contributed to the confidence that she established as well as her ideas about what is 
important. As evidenced throughout Britt’s responses, their narratives weaved their way 
into her stories about who she has become and wants to be as a teacher. 
 Summary. Britt’s stories conveyed the actual identity of teacher who is primarily 
concerned with building relationships with her students. In addition, she expressed the 
importance of asking her students meaningful questions, which was also expressed as a 
designated identity in the form of future goals for her teaching. She feels strongly that 
asking better questions will lead to deeper mathematical understanding for her students. 
Throughout both written and spoken responses, Britt’s confidence level emerged as a 




back to her confidence either in the form of encouragement, feedback, or experiences that 
allowed her to believe in herself as a teacher. 
Intern #3 – Cora  
 I first met Cora while co-teaching a mathematics curriculum course that she was 
attending as a student the spring before her yearlong internship. Since this first meeting, 
not once has Cora appeared anything less than polished and well put together. With hair 
in place and make-up fresh, she consistently dressed professionally and greeted anyone 
she encountered with a smile. Although soft-spoken and sometimes reluctant to speak in 
large groups, Cora’s contributions in class dissuasions tended to be eloquently spoken 
and thought provoking. She became more willing to speak out and more forthcoming in 
her commentaries through each new interaction in my experiences with her. During our 
interview session, she actually broke down into tears while reflecting on her internship 
experience.  
 Cora’s yearlong internship took place in a large high school consisting of 
predominately Caucasian students who did not qualify for free or reduced lunch. She 
taught junior and senior level honors courses consisting of students who she described as 
college bound and motivated by grades. She also described her students as being 
comfortable with one another and wanting to talk to each other while in class. Cora’s 
actual and designated identities revealed the importance she places on discourse in the 
classroom and her belief in allowing students to discuss mathematics. Additionally, she 




following paragraphs provide details on her stories and additional testimonies for her 
ideas about being a teacher. 
 Actual identity. When I asked Cora what her students would say about her, she 
thought they would say that she makes them work a lot but that they also have fun. She 
mentioned that she uses guided notes, but she tries to ask her students questions through 
her notes instead of telling them what to do. To illustrate this notion, she described a 
specific example in which her students had to plot powers of i in order to conceptualize a 
formal rule concerning complex numbers:  
I had them just kind of do that and make observations about what they saw and I 
guess kind of generalize a pattern through that. And so, we kind of generalized 
what they would think would happen and then we solved the real formal rule and 
we compared the two. So, I think they would say that I have them - I have them 
do most of the work. I hope they would say that at least. 
She also talked about reasons her students would think she is fun: 
I like to joke around with them because this current class that I have is very, very 
talkative and like they're all friends with each other. It seems like they've been in 
the same classes with each other forever. So, I can't be like very, very strict with 
them because they just don’t respond to that. So if I kind of give in a little bit and 
like joke around with them and then we get back to work, you know, I think that 
helps. 
 When asked about Cora’s edTPA segments, she expressed a strong desire to focus 




about choosing a particular segment where her students were talking and solving 
problems: 
So that's why I picked a big chunk where it was just them talking and working 
through the task that they were doing, so I could point to student feedback more 
than my myself I guess…So, I wanted to show the students actually problem 
solving not me working a problem. 
She also talked about using a clip that illustrated students showing their work and getting 
feedback from the class. Cora revealed that her edTPA lesson was the first time that she 
challenged what her mentor had been modeling for her. She talked about moving away 
from a teacher-centered approach:   
So, I think that's the first time I really did what I wanted to do. If that makes 
sense. So, I gave them a task. Had them work through it. We talked about the 
results and got a conclusion. I think that would be my basic scheme. You do this, 
we talk about it, and we find results. And, I think that's the first time I actually did 
it. 
 Cora explained that her primary mentor at her placement school strictly used 
direct instruction, which consisted of showing students a procedure for how to work a 
problem. She talked more about breaking away from some of her mentor’s traditional 
approaches:  
I'm very like this is why we are going to do this procedure and if you understand 
this, you won't have to memorize this. You'll just know. Like with graphing or 




of those little things where we shaded. And like, we put both - like the absolute 
value part of the inequality and then the line that it's like greater than. Um, and we 
shaded out. So, that they could see that every time it's greater, we shade away 
from each other, so they don't have to memorize. They can just visualize and see - 
ok, you know. So, I think taking those kind of traditional roles as a teacher and 
making them more what I wanted my class to look like has been the biggest thing 
that I've kind of accomplished. 
Cora iterated that she firmly believes in students working through examples on their own 
to make generalizations and to form their own conclusions. Although her primary mentor 
modeled a more teacher-centered approach, Cora did not see herself as this kind of 
teacher.  
 Cora conveyed that she believes in focusing on discourse in her classroom in 
order to accomplish a more student-centered classroom. For example, Cora mentioned 
numerous times during the interview about seeking out readings on discourse in order to 
enhance the discussions in her classes. She also mentioned that she talked with her 
second mentor about how to make the most of group work and how to facilitate 
discussions within these smaller groups. Her actual identity of being a discussion driven, 
student-centered teacher naturally affected her designated identity and how she talked 
about who she needs to be as a teacher. 
 Designated identity. When I asked Cora if she would make any changes to her 
edTPA lesson, she commented that she would make students explain their reasoning 




teacher-directed in her instruction and lesson design. As an example, she mentioned using 
less guided notes. I gauged a sense of unhappiness when she mentioned using guided 
notes – almost like she was embarrassed to admit that she used them:  
I think I can make those things that I give them – I can make those less teacher-
directed. I said I don't want to call them guided notes, but that's kind of what they 
really are. And, I think that I could just let them go on it and I think that would – 
that would come from me starting that at – from day one. Making that like a norm 
in the classroom that you learn it and then we just talk about it. 
Using guided notes was a structure already in place by her mentor teacher who clearly 
influenced who she felt she needed to be to some extent during her internship. Although 
her primary mentor’s voice somewhat restricted her actions in the classroom at the time, 
her mentor’s voice did not seem to make its way into her designated identity. Because she 
did not see herself as this kind of teacher, Cora did not narrate a future using more 
traditional type teaching methods. 
 When asked what she would want her future students to say about her, Cora 
continued to emphasize conceptual understanding for her students: 
I would want them to say that I'm helping them know math not just memorize 
math. So, I hope that they would say they understand what we do in class and that 
helps them to want to do more math. 
She showed concern for how to motivate her students and how to give them the 
knowledge to access the mathematical concepts. She talked about ideally providing more 




If I wanted to have them be more in control of their learning, I always would give 
them at least three resources with each assignment. So, if I do give them that 
ahead of time, then they can be better prepared to come in and talk about what 
they've learned. And, we can do more of that, you know, conceptual work behind 
whatever we need to learn that day. 
Cora explained that she wants her students to have discussions about the math verses her 
telling them about the math. She provided more evidence in her desire for rich student 
discourse: 
Because I don't want to be what's driving the class. So, I want students to talk 
about it. I prefer them to talk about it rather than me to talk about it because I 
know it. [laughs] You know, I want them to get it. So, I feel like if they're talking 
about it, then somewhere along the lines somebody is going to have that epiphany 
moment. You know and that kind of can spark the whole class to really get it. 
 Resources. Based on Cora’s responses to the Map of Resources, she reported that 
the assignments from her graduate coursework impacted her the most. She further 
explained how these assignments impacted her during the interview session: 
Well, that's where my fundamental ideas about who I want to be have come 
from…I think that made me think about the curriculum more than just the 
teaching. You know like how am I going to take what I have to teach and do it the 
way I want to do it? So, I think those kinds of assignments and writing about what 




She also mentioned that her interest in discourse stemmed from what she learned in her 
coursework. Although these resources are informational or material in nature, they serve 
as significant narrators whose messages have made their way into her actual and 
designated identities. These resources have impacted her actions in the classroom as well 
as how she plans to proceed with future learning. 
 Cora’s second most impactful resource, her university supervisor, helped her to 
understand the specific things that she needed to improve on in the classroom. For 
example, she helped her to improve how she gives verbal feedback to students and how 
she asks questions in order to get more out of her students: 
She really helped me to be specific about what things I needed to work on. Like, 
giving feedback and making sure when I ask questions I don't take the first person 
and say yes or no to that. Like, make the students make the judgment about what's 
right and wrong. Or what needs to be improved or what can be elaborated on. So, 
I think that really helped me because I can ask questions, but I don't always get 
the most out of the answer that I could. So, I think that really - that specific 
feedback really helped me. 
She claimed that previously she had always been the one to confirm what is 
mathematically right or wrong in her classroom. This resource served as a significant 
narrator who contributed to her actual and designated identities of being and wanting to 
continue to be a student-centered teacher. 
 For her third most impactful resource, Cora wrote about and talked about the 




to her primary mentor but to her “second” mentor who also played the role of a 
significant narrator. This particular mentor helped her to be confident about who she 
wants to be as a teacher and gave her validation in her ideas about teaching. She 
encouraged Cora to try new ideas and to not worry as much about the possible negative 
outcomes of trying something new: 
Having that encouragement to even try it in the first place has really helped me. 
Even if it's not in her class, you know...If I bring her an idea in her class, she's like 
let's try it. Let's do it. You know. And then, that gives me more confidence to say, 
“Even if there is a downside to this, I need to try it in Precal.” 
The support that Cora received from this mentor seemed to be a necessary catalyst in 
what I would consider her ability to begin making progress towards closing the gap in her 
actual and designated identities at this point in time. 
  Cora listed personal readings as her fourth most impactful resource on who she 
has become as a teacher. She clarified that these readings were not assignments but have 
been articles that she has found on her own based on her interests as a teacher. Again, she 
mentioned that she likes to read about discourse and to compare the various ways that 
different researchers talk about discourse:  
I like to read about discourse So, I sought that out. And, I think that's really 
helped me because there are certain writers that use different techniques? I guess. 
Then, like even if I don't necessarily try it, I at least have the idea that I can build 




that or to find things that are interesting that I think could improve what I do and 
how I think about teaching. 
I believe that because Cora strongly identifies with wanting to be a teacher who facilitates 
rich student discourse in her classroom. Because she has created this gap between her 
actual and designated identities, she is driven to seek out information in her spare time to 
help her apprehend how to become her ideal teacher. 
 Summary. Cora’s stories revealed actual and designated identities of a teacher 
who needs to function in a discussion-based classroom. She puts forth a lot of time and 
effort into thinking about what questions to ask her students and how to foster 
mathematical discussions. Cora seems to have made progress in closing the gap between 
her actual identity at the beginning of her internship of being teacher-centered and her 
designated identity of wanting to be a student-centered teacher. She does, however, 
continue to negotiate this gap and is motivated to make further progress. All four 
resources that Cora listed as having the most influence on her as a teacher had an 
influence on this transition as well as her drive to continue learning. 
Intern #4 – Don  
 I met Don, like Amy, the first evening of the mathematics methods course I taught 
during the fall of 2013. Don is of average weight and height and comes across to most 
people as the boy next door. His outgoing personality and charm tends to demand the 
attention of anyone who is around him. In fact, as his instructor, I had to be careful not to 
show too much amusement with each and every comment he made in class. I found out 




positive effect on those around him, created challenges for him as a teacher at times 
during his internship experience. 
 Don’s internship took place at a more rural high school than where most of the 
other secondary math interns were placed. When describing his experience at this school, 
he told stories about student interactions within his classroom as well as parent and 
student interactions that took place outside the classroom environment. Many of Don’s 
actual and designated identities related to some aspect of his relationships with students, 
which could be positive or negative in his view depending on the story and situation. In 
addition to the ways in which he interacts with students, Don illustrated a focus on 
curriculum and class structure and his desire to improve student discussion strategies. I 
expand on these ideas and the resources that had the most impact on him as a teacher in 
the following paragraphs. 
 Actual identity. When I asked Don what his students would say about being in 
his classroom, he first talked about the typical structure of a day in his class and then his 
personal interactions with students. He described his daily classroom structure as if going 
through a checklist:  
It's like bellringer, start in on a quiz or a test, and the after that it's like we'll talk 
about that day's topic. So, I try to use a lot of grouping activities and like a lot of 
discovery on their own rather than just stand up there and talk to them. Um, and 
so I try to keep that really brief as well. Cause like, I just found that they can't 
spend like an hour on discovering something. Like it needs to be 20 to 30 minutes 




practice applying whatever they discovered. And, at the end of the day they'll put 
something on a piece of paper to turn in and I'll put feedback on that and give it 
back to them the next day at the beginning of class. So, that's typical structure. 
He emphasized the need to keep everything in short segments. As with other participants, 
Don repeatedly explains classroom occurrences with reference to time constraints. When 
Don referred to his interactions with students, he conveyed that he felt his students would 
say that he is personal with them:  
At the beginning of class I try to ask them how they're doing and stuff like that. I 
feel like they think that I'm personal with them and I'm not like fake or whatever. 
Just doing it just because. But, I really do. I'm like interested in how their day is 
going, if there's anything I can do to help them, you know, learn better or make 
their day go better at all or whatever. 
Don made it clear that he needs to have a connection with his students outside the math 
content. 
 When asked about why he chose his edTPA segments, Don immediately starting 
describing the Hunger Games activity in the chosen lesson. He talked about his students 
being able to enjoy and relate to the activity: 
It was a Hunger Games activity and everyone in the class had either read the 
books or they were familiar with the story. Pretty much everyone had already read 
the books. Um, so it was a really cool thing to do. It was a lesson on probability 




When describing the chosen video clip pieces more specifically, he explained that he 
needed two separate clips because of time constraints with his submission. The first clip 
showed the viewer how he introduced the lesson to the class and how the students started 
the activity. Don explained that the second clip illustrated student engagement in the 
lesson: 
The second clip was longer. That is where we did more of the meat of the 
discussion. Where they talked about if they were in another class period, how that 
would impact their - like if each class was a different district. So if they were in a 
different class, how that would affect if they got chosen or not. Um, and we then 
talked about what are the odds of someone getting chosen verses probability and 
how those two things were different. Um, and then finally, how they would want 
the odds to look. One of the questions was in favor of being selected as a tribute 
and the other question was in favor of winning the game given that you are 
selected as a tribute. So, it was just - it was fun because like I could use the 
vocabulary from the Hunger Games and they were familiar with it. So, it's directly 
using the math vocabulary and the vocabulary from the Hunger Games all in one. 
And they really enjoyed it. 
Don showed his approval of the lesson in repeated remarks about how much his students 
enjoyed the lesson, which seems to be a strong factor in what he considers success in his 
classroom. 
 In telling stories about himself as a teacher, Don tended to talk about how 




to handle relationships with students. For instance, he attributed having classroom 
management issues dealing with student behaviors to his friendly demeanor with his 
students and allowing students to get too comfortable with him: 
I think for me maybe one of the hardest things is that like I'm a nice person in 
general. And I think students kind of take that and run with it a lot. And so, that's 
something that I've learned over this year is that you just need to start stern at the 
beginning.  
On the other hand, Don spoke of the importance of getting to know students and parents. 
For example, he told a story about going to see one of his students participate at a track 
meet where he had the opportunity to meet her parents. He described the effects that 
would follow this interaction: 
After that it was interesting. Because like I saw her...it's almost kind of like she 
was a different person towards me in class after that. Um, because she knew that I 
went out of my way to come see her run in a track meet when I didn't have to. 
Um, so I think that showed that I really did care about seeing her. You know? 
And also like with the parental thing, I ran into them a couple of weeks ago in 
Market Square. Her mom and I were talking about how if I had found a job. She 
was like - maybe you could tutor my daughter next and stuff like that. You know, 
it was just interesting to how that one thing lead to a better relationship with the 




Because of her positive reaction to his effort towards being supportive, Don seemed to 
come to the realization that relationship building with students and being involved in his 
students’ lives outside the classroom is an important part of his role as a teacher.  
 Designated identity. Classroom management and building relationships proved 
to be a theme throughout Don’s responses to questions addressing both actual and 
designated identity. In addition to these themes, he revealed a need to incorporate more 
group work in his future teaching. One example of this desire emerged when I asked Don 
if he would do anything different in his edTPA lesson. He expressed a desire to allow 
students to work in small groups and to incorporate more student discussion through 
these groups: 
Something I talked about in edTPA was that I would want to use more group 
work activities in this. Like this activity was really like – we just kind of went 
through it as a class as a whole. I didn't really give them time to see what they 
could come up with first and then we discussed it. I gave them a little bit of time 
and we discussed as we went. Um, that's probably the number one thing I would 
have done is just given it to them and say, “Work on this and see what you can 
come up with and we'll talk about it as a class.” Because I think they could have 
done that.   
 When asked about what he would like for his future students to say about him, he 
again conveyed his concern about how he interacts with students in class. As quoted 
previously, Don shared a need to be a firm teacher from the beginning. He continued to 




Don: That's something that I'm going to work on over the next few years is 
developing that - like a serious - like when you come to class it's serious. I'm 
serious about the math at all times.  
 
Me: Right. [laughs] 
 
Don: But, I don't think it comes across that way to the students. And they don't, 
um. They could be better about coming to class ready to go than they currently are 
and that's because of the way I think I am personality wise. So, and I'm not saying 




Don: But, definitely like alter it so that um, so that they know coming in that this 
is serious and they need to get to work. 
 




Me: ...for class differently. Because like you said, you don't want to change your 






Don: Set clear expectations and have consequences that I follow up with if those 
expectations aren't met. 
 
I continued the interview at this point by asking Don about recommendations for areas of 
improvement made by mentors or other teachers. Keeping consistent with the previous 
theme, he responded: 
Well, I think like managing student behaviors is one. Again. [laughs] I think it's 
just because like this semester really like I had my first CP level class. Um, and 
it's the only one that I've had this whole year. Because my other two classes were 




entire class and like get onto this one student. And like, I did that less and less 
throughout the semester, but it just bothered me so much at the beginning of this 
semester that these students were not there with me - you know mentally and they 
were just like talking to other people. It was like it was a shock. And so, um, I 
mean that's definitely something that I have to work on. Picking and choosing my 
battles as far as what needs to be addressed then and there and what can be 
addressed individually. 
Through these stories, Don illustrated a gap in his actual and designated identities 
involving how he manages his classroom. Although his designated identity as teacher 
with a more structured classroom seemed to be in negotiation with his ability to share his 
true personality with his students, he expressed a need to make changes and motivation to 
work towards this goal. 
 Other stories pertaining to Don’s designated identities related to improving his 
questioning during class, increasing his communication with students and parents, and 
getting a handle on curriculum and planning.  
 In terms of questioning, an observer recommended that Don should try to ask 
higher level questions and allow sufficient time for students to process them. In this case, 
the observer played the role of a significant narrator by contributing to what he feels 
necessary to change about himself as a teacher. He described their interaction: 
My teacher was asking me like if I wrote questions down that I wanted to - that I 
planned to ask during the lesson. And I told her that - I mean like I had, but it 




questions I just asked low level questions like "What is this?" Not like "Why do 
you think this happens?" or whatever. Um, but very focused like on memorization 
and recall. And um, that was something that they brought to my attention at my 
last evaluation was going ahead and writing out those questions and making sure 
that those higher level questions are being asked in class and the students have 
enough time to think about them and respond. So. And I agree with that 100%. 
[laughs] It's just hard to do in every lesson you know. 
 In terms of wanting to increase communication with students and parents, a 
specific example emerged from a general discussion about calling parents for the first 
time during his internship experience. Don described how contacting one particular 
student’s parent drastically impacted the student’s behavior in class thereafter: 
One of the students - he sticks out in my head. He asked me, "How did you get 
my mom's phone number?" I told him that I can look up his contact information 
on the computer. And he was like - "Oh. Ok." And, that's all he told me, but it was 
weird. Because ever since I told his mother that he does talk a lot during class but 
that a lot of times he's actually helping the students that he's working with. And I 
also told her that he doesn't take it as seriously as he needs to because he could 
have such a higher grade in class than he does now. And I told her like what he 
could better do. And he really did try doing those things after I talked with his 
mother. And she was very shocked because she told me that every teacher that he 




Don stated that he would take this experience with him in the future and really focus on 
communicating with parents. This interaction along with the previously mentioned 
interaction that occurred at a track meet seemed to in part trigger and to substantiate 
Don’s desire to build relationships with students and parents. 
 In terms of getting a handle on curriculum and planning, he stated that he hopes to 
be more established as a teacher. He first explained needing to understand past, present, 
and future learning expectations for students: 
Because when I went into this internship year, I was teaching an honors Algebra 1 
class and I had no idea the pre-knowledge of what they knew before coming into 
this class and what they should learn in this class and what they were going to do 
after this class. And so, I think this year as a whole has helped me tremendously 
know what is learned in each course and what's expected in each course. Um, I 
challenge for me is like - I don't know from here on - like past Algebra 2. It's like 
I've taken these courses and I've tutored a lot in these classes but just being able to 
explain it - as it'll be the first time that they've seen some of this stuff. And I guess 
that's every teacher's challenge. 
He also expressed a need to be more established in the physical teaching materials he has 
on hand. This designated identity seemed to stem from the pressure teachers face in terms 
of having limited time to devote towards planning. He described his perspective as a new 
teacher: 
I think that's kind of like my challenge is knowing - having materials that are just 




constantly try to come up with creative and inventive things to do with it. And I'm 
not saying like once I have all that I'll never think about other ways to explain 
things or different activities or anything. But, just having like that starting point is 
a challenge I think. 
 Resources. Interestingly, many of Don’s stories pertaining to his strongest 
designated identities seem to have little or no connection to the resources that Don 
reported as having the most impact on him as a teacher. The resources that he listed and 
described tended to relate more to why he chose to become a teacher and how he has 
become who is currently as a teacher.  I will describe these resources in the following 
paragraphs followed by resources that emerged that were not on his Map of Resources 
list. 
 According to Don’s responses to the Map of Resources, his math teacher from his 
junior and senior years in high school had the most impact on him as a teacher. He 
revealed three pieces that contributed to his actual identity at this point in time. First, he 
talked about his experience as a student in her classroom being the main driving force in 
his decision to pursue his career as a math teacher. He recollected on her influence:  
She set the expectations high from day one and it terrified me. But um, it was 
honestly one of the best things that's ever happened to me like as far as a math 
teacher goes. Um, she encouraged me from day one to like truly master the 
material as much as I could and like help other people along the way. And I think 
that's honestly where I - she's the main reason that I chose to be a math teacher. 




opportunity that I could to help other people with math. And um, I enjoyed it. I 
really did. 
Second, he talked about the way she grouped students and how he currently modeled her 
grouping strategies. He described the environment in a class that he taught during his 
internship: 
This semester in the geometry class I had the desks arranged in groups of four like 
she had them. I even like had the desks arranged exactly like she had them. 
[laughs] Um, and I mean I think it works. They enjoyed having a close-knit group 
of students rather than just sitting there individually. Because if you're just like 
sitting there in rows the whole time it's like - you feel like you're either an 
individual or it's like a whole class. And so like with a group of four it's a smaller 
- it's like a safer environment and they're more willing to speak up and stuff like 
that. 
Last, he talked about “tricks” or catchy phrases he learned from her to help remember 
procedures. He gave one example for how to square a binomial, “Square the first, square 
the last, multiply, and double.” He stated that he now uses these phrases with his own 
students.  
 I consider this resource a significant narrator from Don’s past. She narrated actual 
and designated identities when Don was a student as someone who is capable of teaching 
math to other students. As I result, he was able to envision himself as a successful math 




 Don listed Supplemental Instruction as his second most impactful resource. As a 
supplemental instructor, he was responsible for attending a college math course and 
designing study sessions for students that would cater to this particular course. This 
experience forced him to think about the math content from a different perspective. He 
explained how he had to think about the purpose of his study sessions and make lesson 
plans to be put into use for the first time:  
We had to write a lesson plan and come in - and most of the time I did not follow 
the lesson plan honestly. [laughs] Because there were anywhere from two to 
twenty people that would come and if you have an awesome group activity 
planned and two people show up you know – you kind of have to adjust a little 
bit. But, at least it got me - it forced me to think about what's the purpose for this 
session and kind of have an outline of what I wanted to do if things went ideally. 
 For his third and fourth most impactful resources, Don chose to talk about two 
professors that challenged him as a student. For his third resource, he described his 
experience with a professor during his time at governor’s school. He stated that this was 
both the most fun and the most stress that he has ever experienced in a math class. He 
described how the experience impacted his attention to details: 
I would never want to go back and repeat it, but I mean seriously. This was the 
first time it forced me to not assume anything. Where you had to look at 
everything as if you had no idea what you were doing and you had to tell 
somebody step by step what to do and how this made sense…The main thing is 




Don stated that his fourth resource was similar to this third in that this professor made 
him pay attention to details, but in this case, he learned more specifically about paying 
attention to the ways in which mathematics is communicated. He explained this 
professor’s impact: 
I think he helped me focus - fine-tune those details even more about the way that 
math is written. And I think that's something that people take for granted. A lot of 
people just think that you're a math person and there's no really writing in math. 
But like anytime you write an equation or you're solving a problem where it's like 
you have to follow a logic order of things. I mean that's like writing a paragraph. 
You know. I think he helped me fine tune those details even more by just being 
very picky with how you write things. 
Both professors made him think about the importance of clarity in communicating 
mathematically. Don explained how he learned from these professors to focus on details 
as teacher and set high expectations for his students: 
I know that's not something a lot of people want as a teacher is someone who's 
just going to knit-pick everything. But, I think that's – as a teacher now I try to 
focus on those details, but not make it to where the students don't feel like they 
can do anything right. 
 In addition, I would argue that Don’s internship experience served as a significant 
resource in building his identity as a teacher. First of all, Don came to the realization 
during this experience the importance of building relationships with students and how 




communicating and building relationships with the parents of his students. He expressed 
the need to work harder in the future at getting to know his students and playing an active 
role in his school’s community outside the school day. Additionally, Don’s desire to learn 
how to better manage his classroom stems from this experience. As mentioned in 
previous paragraphs, Don referred to a range of classroom management elements 
including but not limited to student behaviors, group discussions, and time constraints. I 
found that Don’s internship experience and other resources within this experience 
impacted the way that he positions himself in the practice of teaching. 
 Summary. Don’s identities portrayed a teacher who values relationships with 
students and parents and feels a need to be personal with them. He also revealed a strong 
consideration of time, classroom structure, and organization of planning in his decision-
making and in many of his actions as a teacher. In my view, these considerations also 
relate to Don’s strongest designated identities and will dictate much of his future 
learning. Although Don’s explicitly stated impactful resources play a part in who he has 
become as a teacher, other resources seem to have a greater effect on who he wants and 
feels he needs to be as a teacher. In particular, his students play major roles as significant 
narrators of his actual and designated identities and what he considers success in his 
classroom. 
Intern #5 – Eve 
 I met Eve at the same time as Cora during the time I was co-teaching a 
mathematics curriculum course that she was attending as a student. I remember her long, 




encounter, her undaunted nature, attention to details, and strong social skills became 
apparent and also stood out. From the very beginning, Eve was never reluctant about 
sharing her opinions or speaking out during class. She was always a positive contributor 
as well as a productive facilitator during small group discussions. When she was a 
student in the mathematics methods class I taught the following semester, she described 
herself as being “communicative” in a written reflection and admitted that she was “not 
good at burying frustrations, disregarding awkward moments, or ignoring excitement.” 
Although outspoken at times, Eve never conducted herself in a disrespectful or 
inappropriate manner.  
 Eve’s placement school for her internship was the same as Don’s, being a high 
school in a more rural area than the other placement schools. She was responsible for 
teaching an honors geometry class the first semester of her internship and a general 
geometry class the second semester. Eve’s identities seemed to shift slightly from the first 
semester to the second as a result of the classes that she was assigned to teach each 
semester. Eve’s stories of actual identity revealed a teacher who places an emphasis on 
questioning in order to get her students talking about the math and forming their own 
ideas about it. She talked about a need for her students to know that she cares about them 
and her job as a teacher. Other stories of designated identity communicated Eve’s desire 
to become more organized in her planning and with her materials, to incorporate more 
small group discussions, and to find an appropriate balance between challenging her 
students and providing them with support. I expand on these stories as well as the 




 Actual identity. When asked about what her students would say about being in 
her class, Eve stated multiple times that her students know what to expect and that she is 
consistent. She described the same basic daily classroom structure that other interns also 
described:  
They always know – we have some pretty good schedules that we follow through. 
They know that they're going to have a bellringer. They know that they're going to 
end with an exit pass of some sorts. I've tried to be really consistent with that. 
Um, they know I don't - I try to stay consistent as far as my notes so that they 
always look the same. They know what that's gonna look like. They know how to 
work with those pretty quickly. Um, if we do an activity, they know that they're 
probably going to be in groups. So, they know to expect that. They kind of start 
figuring out the type of people that they'll work with, so I try to keep them pretty 
sectioned off and in pretty homogeneous groups. 
Also in terms of her consistency, she discussed the way she handles discipline and the 
need to be clear with rules. Eve summarized how she felt her students view her: 
They know what to expect from me. Um, that's pretty clear and I'm pretty 
transparent with them. I'm not going to say one thing and do another. So, they 
know what to expect. I think they would say that I'm fair and that I'm going to 
push them, but I'm not going to do it unfairly. 
 When I asked Eve about the video clips that she chose for her edTPA submission, 
she talked about wanting to show how she tries to have a conversation with the class. She 




told this is one of her strengths. She explained that the first clip of setting up the task 
illustrated this aspect of her teaching:  
Well, the first segment was me setting up a task. Um, so me kind of introducing 
and getting them involved. Having a conversation with them. So, I don't like to 
stand up there and just talk, talk, talk. Like that's really boring to me. Um and so, 
even though this is the video I chose, I try to do this in like any class. I'm 
questioning a lot. 
In the second clip where they are wrapping up the task, she felt that she was able to show 
how she allows her students the freedom to make their own connections. She said that as 
she began to explain her method for solving the task, her students began chiming in about 
the different ways they approached the task. She explained with excitement in the 
following: 
We pulled out basically like pieces of the entire semester. Because this is at the 
end of the semester, which was like really shocking to me because I didn't even 
think of like half the things they came up with when I did it. So, it was really cool 
because I felt like it showed that I allowed them the freedom to do that. Even 
though we started with something that I came up with, they completely made it 
their own, which was shocking and the best part of the whole task.  
Eve projected the importance that she places on getting her students to produce their own 
mathematical ideas and to take ownership of this knowledge. In describing herself and 
her beliefs as a teacher, Eve stated, “I guess I’m like partial constructivist. If a kid can 




 Designated identity. When I asked Eve about what changes she would possibly 
make to her edTPA video, she responded with ideas about different timing and grouping 
structures. First, she stated that she felt her students did not have adequate time to 
collaborate about their solutions and how to present them as a group. She reflected on this 
portion of the lesson and her class in general:  
I didn't feel like I gave them enough time to work. Um, to get their presentations 
together. I didn't do a good job this semester, um, even though I made them talk a 
lot with me, I didn't feel like I made them talk to their peers as much as I should 
have. So, them standing up there – I mean even if it wasn't as formal as them 
standing up and presenting a poster, but them explaining to a group what they 
came up with. I didn't think I made them do that as much and think that is being 
able to – if you can stand up in front of a class and explain yourself, I think you're 
good. 
Second, she felt that she should have assigned roles or specific tasks to each group 
member. She described how this modification would have balanced each student’s level 
of participation as well as created a higher level of comfort within each group: 
Because when I asked them to present, I asked them talk about...um, just kind of 
their first thought process through it and then a group conclusion. I think it would 
have been better if I had given them each something to talk about – something 
specific so they wouldn't have kind of stumbled through it. They stumbled 
through it quite a bit. Um, they came to the right answer, but it was kind of a 




specific would have made them more comfortable and would have been better for 
them. 
Overall, Eve feels that she accomplishes getting her students to talk to her in whole group 
discussions but that she needs to increase the amount of discussion amongst students in 
small groups. She talked about this change as a general improvement she would like to 
make as a teacher and not just specifically for her edTPA lesson. 
 When I asked Eve what she would want her future students to say about her as a 
teacher, she primarily expressed her concern that her students know how much she cares. 
She described a desire for them to see that she devotes time to her profession: 
I think they know I care. I think that I'm good at making sure they know that. And 
I think that is something I want to continue but obviously expand on that some. 
Um, because I think that you know that as much as they know I care now, I still 
am like – “Ok, well, I gotta go because I've got something else to do.” And I 
know that's just kind of the rush of getting started and being an intern, but I think 
that I wanna make sure that they can see like I'm devoting time to this. Um, and 
so I want that to be very clear. I think that's something I want to grow on. 
She also expressed a desire for her students to see her as an organized teacher. She feels 
that if she can improve her organization and increase her collection of instructional 
materials, these efforts will be more apparent to her students. Eve described her 
frustration with having to constantly create new materials: 
Because everyday it's like – well, let me type it up and let me print it out. 




deal. So, I'm hoping that like organizationally I can make it easier for me. Um, 
which I know that is just growing, but I hope that students can see that I'm not 
constantly like thumbing through folders to find what they need. That it's there so 
I don't have to worry about it so much. I think that will help me improve as a 
teacher because I won't be as distracted with those things. Because right now, it 
kind of pulls me away sometimes because I'm constantly looking for something 
and trying to find it and trying to make something real quick. 
Additionally, she feels that being more organized and having more materials in place will 
allow her to focus more on instruction. Eve expressed a need to find a better balance in 
presenting material to her students that is both challenging and manageable: 
I really need to find that middle ground. Ok, like what can I make challenging, but 
at the same time, I won't be sitting here 30 minutes with them not doing anything 
because they have no idea where to start. So, I've gotta figure out that middle 
ground. I think that's probably something that a lot of teachers struggle with, but I 
want them to be pushed. I don't want them to have like guided notes every single 
day and that's all they ever see. But you know at some point they've got to step up 
and construct on their own. Figure something out. 
 At the time of the interview, Eve felt she was constantly being distracted and 
pulled away from her students because she was trying to learn how to survive as a 
beginning teacher. She projected a sense of unhappiness, and therefore, the creation of a 





 Resources. According to her Map of Resources and to comments made with 
emotional emphasis during her interview, Eve credited her faith as having the most 
impact on who she has become and continues to be as a teacher. She illustrated her faith’s 
influence in the following:  
I was called to math and working with students and academic settings. No matter 
what role you have in the world, as a Christian, there's a goal and everyone has a 
different thing that they're interested in and this was mine. 
She iterated that being a teacher is God’s plan for her and that through this route she can 
make a difference in lives of others. She wholeheartedly believes that her faith makes her 
work harder and care about the students more. Additionally, she asserted that her faith is 
what makes her enjoy being a teacher. 
 Eve cited her second most impactful resource as her Spring 2014 Geometry class, 
which she had just completed teaching at the time the time of the interview. She 
explained that teaching this class was a rewarding learning experience: 
I had a really good amount of issues. Like it wasn't overwhelming to where I 
couldn't get anything done. Um, but it definitely wasn't a walk in the park. I felt 
like I got through to some kids. I feel like in my opinion I had some pretty major 
victories. I felt like I felt like I could motivate them well and they responded to 
me well. We just like had a good relationship. 
Eve continued to explain that she had not anticipated the diversity that she experienced in 
this class. She defined diversity in terms of student personalities and levels of motivation 




students. She also talked about the class being a resource for being able to experiment 
with standards based grading and how this process forced her to think about the meaning 
behind a grade:  
I mean it totally like changed my philosophy of teaching. Um, how I feel like 
grades should be counted. How I feel like I need to instruct and plan and it seeped 
into all these areas. And so that was awesome because I feel like it kind of 
launched my career. 
 As her third most impactful resource, Eve listed her job at Mathnasium. She 
stated that her learning through this experience shaped the way she currently explains 
math to students in the classroom: 
They've completely molded who I am as like a teacher as far as - I don't know. I 
guess you could use the word instructor. Like how I explain things is completely 
dictated by what I've learned there. So, I think as far as the big scheme of being a 
teacher there's so many aspects. When it comes down to sitting with a student and 
explaining why something happens, like that part of me is from Mathnasium. 
Eve further explained that the philosophy at Mathnasium is to focus on learning concepts 
instead of just strategies. She stated that she learned the importance of students knowing 
the how and why behind the mathematics during her time at this job: 
So you know we really stress knowing concepts instead of strategies. Um and 
especially for younger kids, we want them to get a sense of math so they 
understand you know why five take away three is two. They get that. They don't 




happening. So having a place that actually stresses that is really rare. Um, 
especially when you think about education because there's so much pressure now 
for them to just get a result. 
Eve conveyed that she believes students should construct their mathematical 
understandings for themselves. 
 Eve cited her high school geometry teacher as her fourth most impactful resource. 
Interestingly, she described this teacher for the most part the same way that she felt her 
current students would describe her as a teacher. Much like Don’s experience with his 
high school math teacher, Eve envisioned herself as being a math teacher like her 
geometry teacher. She repeatedly mentioned the way her he pushed her but was careful to 
point out that he was also supportive and cared for his students. She described him and 
his impact on her: 
He explained things really well. He was fun. Um, but he was challenging. I made 
a B in that class and I was very upset. [laughs] So, I mean, it wasn't easy. And I 
think that kind of surprised me. Because you know I had – even though I guess it 
was like my second high school math class. Up until then, it had been easy. And 
so, I was like, “Uh oh, I'm going to actually have to work at some point.” And so 
that was eye opening and I appreciate him because he didn't like just give me the 
A. 
She built a relationship with this teacher such that she continues to keep in touch with 
him and feels the impact of his support in career choice. Eve mentioned that other 




were encouraging and exemplified her ideas about teaching while others were the 
opposite of who she wanted to be. 
 In addition to Eve’s four most impactful resources, she described with great detail 
the importance of her education coursework. She said that she loved her math classes but 
that she had a passion for her education classes. She explained how these classes served 
as resources that contributed to her learning: 
I could finally like have a passion about something and so just getting to like have 
conversations about education was so much fun. Um and so, I learned a lot from 
like just listening to other education students talk and you know…At first we 
were like, when are we ever going to talk about this or whenever are we going to 
use this really. But then, it's really come in handy. I've actually seen a lot of that 
stuff applied. And you know like constructivist theory. I mean I guess I'm like 
partial constructivist because I mean you really do see that and it really does make 
a difference. If a kid can really like sit down and get there on their own, like 
they're going to remember it. I've seen that. I wouldn't know those things had I not 
taken those classes. 
She claimed, “If you want to teach, you should love teaching first,” meaning that one’s 
love for a subject area should be secondary to one’s love for the act of teaching and 
interacting with students. Eve felt that her education classes better catered to this 
philosophy. In the future, Eve hopes to use other teachers as resources and to continue to 




her education coursework. She also stated that using other’s ideas and materials would 
allow her to give herself the “gift of time” to make her job more manageable.  
 Summary. Eve’s stories depicted a teacher who works hard to try to balance 
challenging her students and making sure they feel comfortable and cared about in her 
classroom. She feels good about her ability to engage students through questioning and 
class discussions but would like to transition more towards using smaller groups for 
students to explore questions during class. As other participants have communicated, she 
feels the stress of not having enough time to accomplish as much as she would like as a 
teacher. She has constructed designated identities that revolve around being more 
organized, more prepared, and more efficient in order to improve herself as a teacher in 
all aspects. The four most impactful resources that Eve listed on her Map of Resources all 
play a role in her motivation to be a teacher and her ideal image of a teacher. 
Intern #6 – Fred 
 As with Eve and Cora, I met Fred the first evening session of the mathematics 
curriculum course. I remember Fred walking in wearing all professional attire with the 
exception of his Los Angeles Dodgers baseball cap, which would continue to be staple in 
his wardrobe. I would describe his personality as calm, laid back, and confident. Fred was 
self-assured in most of his actions, ranging from his responses to questions posed in class 
to the decisions he made in the classroom. He yearned to be social and loved to joke 
around whenever he could get away with it in class. In fact, we had an ongoing joke 




As a teacher, Fred’s need to be social and need to have more structure in the classroom 
seemed to occasionally be in conflict with one another. 
 Fred completed his internship at an inner city school where the student population 
is divided into five Small Learning Communities (SLCs) that function almost as 
independent small schools. Each SLC has its own administrator, school counselor, 
academic advocate, and teacher dean as well as a team of teachers who all share the same 
small group of students. Fred credits his internship experience at this particular school 
with helping him learn how to be a better teacher than he ever could have been on his 
own. Fred’s actual identities emphasized the importance he places on classroom structure 
and management. In his storytelling, he frequently talked about questioning and how it 
affects classroom structure. In addition, Fred showed concern for meeting student needs 
and for being able to provide helpful accommodations for students. Fred’s designated 
identities connect to his desire to improve in these areas of his practice. The most 
impactful resources that Fred listed on his Map of Resources related to these identities as 
well as his need for support through the process of becoming a teacher. The following 
paragraphs further describe his identities and the contributing resources. 
 Actual identity. When I asked Fred what his students would tell me about a 
typical day in his classroom, he began explaining his own daily experience. His story 
began by describing how his students tend to bombard him with personal questions at the 
beginning of class. For example, a student may ask, “What did you do this weekend?” or 
“What are you doing tonight?” He continued by talking about how he tries to transition 




Most of the time I tell them to get out paper and pencil because they're going to 
need it whether they're taking notes or doing an example problem. Uh, they're 
usually not happy about that either. Because apparently they've never taken notes 
in a math class before or so they want me to believe. And then, I just go about the 
lesson. Whatever I have planned. If it's an activity, usually right off the bat I'll let 
them get in the groups I have or let them pick the group just depending on what 
kind of activity it is. If it's not an activity, they're just there and we just jump right 
into it. Usually, I always try to lead with some sort of question. Um, so I just don't 
immediately start talking. I want to get them talking, but there's not always a 
question that will lend itself to what I need. So, we just – you know we just go 
right at it. 
He described the typical daily structure as two major segments – lecture while students 
take notes the hour before lunch and student practice for 30 minutes after lunch. He 
talked about working examples and answering student questions:  
If they felt like they were grasping the concept really well, they would ask, “Can 
we go ahead and get started on whatever it is we're doing?” So, a lot of times that 
kind of made me feel good - they're really grasping this. But, I started to learn that 
not all the time do they really get it as good as they think. So, if that came up, 
“Hey, I think we've got it.” I might do a couple more examples. Maybe make 
them a little harder to see if they really do have the full grasp and then let them go 
at it. And giving them that 30 minutes at the end of class to work on it, it gives me 




lot of them time to finish it in class. So, I don't have to worry about them getting 
home and not remembering how to do it. And sometimes if there's a lot of 
questions while they're working, I'll usually start the next day with something 
from the previous day. Just to help solidify it. Because you know, you always get 
things better sometimes when you come back and look at them on a different day. 
 When asked about why he chose his edTPA video segments, he focused on 
talking about the activity used in the lesson and the way he goes about asking students 
questions. First, he liked the activity he used in the video because it connected previous 
concepts covered in the course related to polynomials and also gave his students a good 
visual representation. Second, he liked the way the video represented the typical way he 
goes about asking questions during class. He referred to a series of examples from the 
video segments: 
If you notice on the video, there's quite a few instances where it's quiet and that's 
usually after I ask a question. And I think that was a really good representation of 
the class because I'll ask them a question. If they don't know, they just kind of sit 
there and I give them a second to think about it. And then, I'll ask another 
question to try to help with that question or ask it in a different way. That sort of 
thing. To help them persevere in finding that problem. Um, I really try to avoid 
just - Okay, if you don't know it, here it is. So, there's a lot of silence because I do 
give them that time to sit there and think about it. Um, and then ask it in a 
different way. I think I did that quite a few times in that video. It just gets hard 




to think - Okay, that didn't make sense to them. What else can I do? So, I can take 
a step back and look. Like how else can I look at this and I can show them that 
way in my thinking. 
He said that the video was good because it showed him asking open-ended questions and 
his students discussing and asking questions. He also noted that the class revisited the 
original question posed at the beginning of the lesson after working and discussing 
different pieces throughout the lesson. 
 In addition to Fred’s responses to questions concerning student perceptions and 
his chosen video segments, he revealed ideas about himself as teacher in different 
narratives during the interview session. He focused on discussing his theories on 
managing student behaviors, the physical aspects of how he presents material, and the 
need to present material to students in a simple way. One example that supported Fred’s 
focus on managing student behaviors emerged as he talked about bellringers. He 
described how bellringers served the purpose of getting students to come inside the 
classroom and to settle down:  
I was having a big issue with people showing up tardy. So, I started doing - when 
the bell rang, I locked the door and we would take like a quick minute or two 
minute quiz. Every now and then it would just be something simple like draw 
something for me, but you know most of the time it would be something math 
related. Here's a bunch of multiplication tables or division or something like that 
to get them warmed up and going. But by putting that time limit on them and 




would help them get going. The tardies were significantly decreased. Especially 
because they didn't like getting locked out. 
Examples of Fred’s focus on his physical traits of presenting arose when he discussed 
both seeing himself on video and getting advice from his mentor teacher. He talked about 
a variety of teaching characteristics such as learning not to turn his back to his students 
and talking less casual when presenting material. When I asked Fred to tell me about 
something during his internship that impacted who he is as a teacher, he responded with 
the following:  
Videoing myself. That was a big eye opener. Um, just to see how I actually 
carried myself when I'm up there. What I'm doing, what I'm fidgeting with, where 
I'm at, where I'm writing, where I'm facing. Because you don't think about those 
things while you're doing it. When you take a step back and look at almost from 
like a third person, it's your actual way you carry yourself up there. It's physically 
how you present the material. Not even what you're saying, but where you're at 
and what you're writing and how you're writing and that sort of thing. That was a 
big eye opener to me. I realized I had my back to them a lot when I'm writing on 
the board…I think I joke around a little too much with them sometimes. 
In terms of presenting material in a simple way, Fred communicated that students need to 
have certain vocabulary and theorems broken down for them. He used the expression “in 
layman’s terms” multiple times when talking about how he explains mathematical 




I'd write a theorem on the board with all the mathematical vocabulary and stuff 
like that and then just break it down piece by piece. If this happens, “Well okay, 
what is this saying?” And then in the end, just being like, “Alright, so what are we 
really being asked to do? Yes, they've almost given you whole paragraph about 
what to do, but in the end they're just asking you to plug this in here.” So, really 
thinking about how to present it to them in a better way that makes sense. Even 
though it's not necessarily like dumbing it down. It's just, “This is all it's saying. 
This may not be what you're getting when you read it, but this is all it's saying.” 
Fred’s repeated narratives of his students needing instruction “in layman’s terms” showed 
that he believed this need to be true. He also believed that his students needed discipline 
and structure based on stories such as with bellringers. These beliefs dictated an actual 
identity for him as a certain kind of teacher.  
 Designated identity. When I asked Fred if he would do anything different in his 
edTPA lesson given the chance, he responded with ideas about improving the questions 
he asked and circulating more throughout the classroom. In terms of questioning, Fred 
implied that he needed to ask better questions in order to get his students thinking and 
talking more. Again, he mentioned needing to break concepts into simpler pieces for his 
students in order to help them be more successful. He explained that had he spent more 
time discussing the “how” and “why” with his students in the beginning of the activity, 
they may not have struggled as much through the more difficult tasks to follow:  
I think I would have spent more time on actually talking about what we were 




just drew the picture up there. And then, maybe begin with a few easier questions 
to get them going. “Okay, what is area?” Um, I kind of did that, but we didn't 
really talk about when they got the area of a certain part. I was just like, “Good.” 
And, we just went instead of kind of talking about “Okay, why is that?” And, I 
think maybe if I spent time on the easy parts of why are you doing this or why are 
you doing that, it may have made the more difficult part, finding the are of the 
middle rectangle, a little bit easier for them. I think they would've just started 
catching on. “Okay, why are we doing the area? Where are these polynomials 
coming from? What are they for?” And that sort of thing. I would have liked to 
maybe have made the shape before hand instead of just drawing it. I think that 
might have helped with some confusion. 
In terms of circulating, Fred felt that the video illustrated him spending too much time 
with one student at his desk when he should have been walking around the classroom. He 
explained that he could have discovered common questions and given better feedback to 
all of his students had he consistently circulated the room: 
I kind of got stuck at my desk. I've gotten better at that. My mentor teacher has 
mentioned that a couple of times. When I'm at my desk and they come to me, I get 
stuck there. I can't get on to help the other ones. And that happened in the video. I 
would have liked to maybe not gone to my desk and been up so I would not have 
gotten stuck with one person. That would have been a major change. Just circulate 
better. It would have been a little easier to answer questions. And I might have 




 When I asked Fred what he wants his students to say about him in five years, he 
talked about being more efficient with time and managing student behaviors. He detailed 
his vision of student engagement: 
I'd like for them to say that it flies by. That I'm keeping them engaged enough that 
they don't even realize that they are doing work from bell to bell. Um, that's my 
main goal though is to get started as soon as possible. Maybe I enjoy them asking 
questions like that at the beginning of class to get to know me, but maybe I could 
encourage them to come early to ask those questions before the bell rings. And, 
I'd like to just work on keeping them engaged better and ask questions better so 
that they're constantly engaged and don't even realize that we've been sitting here 
for an hour and a half. Like I want it to fly by and them always be busy and never 
have any down time unless they earn it by just everybody finishing earlier than 
expected or something like that. I just – I don't know if fun necessarily is the 
word, but I just want them to just be engaged and focused enough into it that 
they're concentrating and they're only worried about what we're doing and they're 
not getting distracted by other things. 
As previously mentioned, Fred talked about using bellringers to get class started on time. 
He implied that students have to feel a sense of urgency in order to stay focused and 
engaged throughout entire class sessions.  
 In addition to the designated identities described from responses to the previously 
mentioned interview questions, Fred discussed a need to work on making connections 




better manage student behaviors. Fred mentioned that he has a tendency to jump from 
one topic to another without using any type of transition. He described his aim for the 
future: 
If we are covering two or three things a day, find someway that you can connect 
one. It's like when you're writing a paper, you don't just jump from one thing to 
the other and sometimes I find myself doing that. Not really meaning to, but I find 
myself doing that. And, I'd like to find a smoother transition than “Alright, this is 
what we've just done.” “How can it lead to this?” And find a way to lead to that 
without them even realizing it. So, it's just like – it's not point A to point B, stop, 
and then start at point C. You know, I want it to kind of be one smooth thing. 
He said that an evaluator also pointed out this tendency and recommended that he ask 
overarching questions to connect smaller pieces of content. He summarized his thoughts 
on her advice: 
She recommended to try to find ways to connect the concepts. I told her - we 
talked about the bellringers that I do at the beginning and stuff. She said that 
would be a good way to get those connected to whatever we're doing that day. 
Um, that it's a good warm-up. It gets them going. It's just hard. I've found that not 
everything can lend themselves to something like that. So that's the tough part. 
But, her major suggestion was just to find ways to connect things. Um, or you 
know, ask overarching questions that have to be answered in those pieces by 
pieces. So that we're going towards one goal, but we go from one thing to the next 




When asked about what challenges he could encounter while pursuing his teaching goals, 
Fred always linked back to challenges related to classroom management and student 
behavior. In fact, he stated that his biggest challenge in the future might be figuring out 
how to set a standard for student behavior and to respond accordingly throughout the 
year. 
The classroom management and behavior issues could be a major challenge for 
me going forward. So, I don't know necessarily if the challenge is going to be me 
handling it. If it's going to be the challenge of everything coming when they 
present themselves. You know I want to challenge myself to nip it in the bud 
early. Just be done with it instead. Setting an example or set the standard for the 
rest of the year. But, I think that might be my biggest challenge is just how I'm 
going to address that. Is it going to go the way I planned?  
His desire to make improvements in this aspect of his teaching seemed to be the most 
binding in terms of where he will focus his energy moving forward.  
 Resources. According to Fred’s responses to the Map of Resources, he credits his 
mentor teacher at his placement school as having the most impact on him as a teacher. He 
stated that he learned a lot by both observing his mentor teacher and having his mentor 
teacher observe his teaching. He told stories about his mentor being brutally honest when 
his lessons did not go well, but he pointed out that his mentor always provided 
suggestions that helped him move forward: 
Watching him I learned a lot. Um, really his feedback though was - I feel like a 




up to me and being like, “Alright, so today kind of sucked.” But, he didn't just 
leave it at that. He would have notes and he would show me. And he was really 
good at the way he approached me about it. Yeah, he told me it sucked, but he 
didn't say it to be mean. He was just like, “Let's be honest here.” The fact that he 
was able to explain everything and he would say things like try this or try this. 
And the next day I could watch him do it and I could see how it worked. Um, I 
really liked that. 
He specifically talked about his mentor teacher’s recommendation that he break down his 
instruction into simpler pieces that would make more sense to students. Fred explained 
his mentor’s advice about focusing less on student note taking and more on explanations 
they could comprehend: 
He pointed out when you have them write that much down, they're just writing. 
They're not thinking. They're not even listening to what you're saying. They’re 
just writing. And he's like, “So, you could have things up there and just let them 
know they don't need to write everything down. Let's just talk about it.” And 
there's certain things such as proofs of stuff. He was like, “You can cut that out. 
You don't need it. You can teach them this without it. But if you feel like you 
can't teach them without it, use it.” But, he told me to really try to present it to 
them the way that they need to hear it. It's almost like put things in layman's terms 
for them. 
When talking about his mentor, Fred revisited the elements of teaching that are important 




contributing to his actual and designated identities. His mentor’s voice made its way into 
his own stories more than any other significant narrator that emerged during the interview 
session. Fred related to and endorsed his mentor’s stories. 
 Fred listed his internship experience in general as his second most impactful 
resource. When talking about this reference, he detailed other resources within the 
experience such as his students and other teachers at his placement school. He talked 
about really getting to know students for the first time and about being thankful for 
having the opportunity to learn from his mistakes in a safe environment. Additionally, he 
talked about learning how to deal with challenges concerning time management both 
inside and outside the classroom. He summarized how he benefitted from the experience: 
It got me so much better prepared about the classroom itself. What could happen 
in the classroom. What these kids are going to do. How I should handle it. How I 
should handle myself. Time management was a huge one. My time management 
had to change big time. But, it did. That's because of the internship. I would have 
hated for that to be happening while I'm actually on the job. And that sort of 
thing. It was nice to have that opportunity to learn from my mistakes as opposed 
to just of being thrown out there. I don't know how anybody does that to be 
honest. I felt that I was ready before this internship. I was like, Yeah, I can teach.” 
But after the internship, there's no way I would have - I would be able to teach, 
but I wouldn't be a good teacher. I feel like I will be a much better teacher now 




 For his third and fourth most impactful resources, Fred cited two courses from his 
education coursework. The third being a class that all math interns attended the second 
semester of their internship and the fourth being one of Fred’s first education courses, 
which focused on topics in special education. Fred gave specific examples of how both 
classes provided valuable resources that he was able to apply during his internship 
experience. Fred stated that the class he attended during his internship gave him the 
opportunity to collaborate and to troubleshoot issues with people who were facing similar 
challenges as him as a beginning teacher. He described the support he felt as a result of 
his involvement in the course: 
It was really nice to get a bunch of different views. And since we're all in the 
same boat - like we're all under mentor teachers and we're all learning as we go, it 
made great opportunities for us to give suggestions. “Oh, well hey, I found this 
kind of worked. Maybe you could try it.” Or, “Hey, you're doing that lesson. I just 
did that. Here, you can use these notes or try this activity.” Or something like that. 
It was just nice to be able to collaborate with people who are in the same boat as 
me. As opposed to in the internship, it's like you've already got teachers that have 
been teaching. They're going to have a little bit different views. And when you're 
talking to someone that's on your same level, it's kind of nice to figure things out 
together. 
He credited the course focusing on special education with teaching him how to identify a 
variety of student needs and how to address them with the appropriate accommodations. 




I had a kid who was on a second grade reading level. But, you know I found ways 
to accommodate his assignments. His tests, simply having them read to him. He 
would score - he would probably average better than many other kids in that 
classroom just because I read it to him. And there's little things to like test 
anxiety. I starting noticing that because there's a girl in my other class and she 
was always answering questions. She was always doing good on her homework. 
Really, really intelligent. But when I gave her a test - I wouldn't say bombed, but 
it was 20 points lower than I expected. I realized she just doesn't take tests well. 
She doesn't test well. I hate that because there's so much emphasis on testing. But, 
there's things like that that I learned to accommodate. 
 In addition to the four resources explicitly stated on Fred’s Map of Resources, he 
repeatedly talked about the people around him as resources. When he talked about his 
internship and his education coursework as learning experiences, he referenced students, 
mentors, evaluators, other teachers, and other math interns as important members of these 
learning communities. Fred was emphatic about continuing to use other teachers in the 
future as resources for support and for learning how to be a better teacher. He stated that 
everyone can and should learn from one another even though everyone has a different 
philosophy about teaching: 
You can take things from other teachers. You can take lessons. You can take 
activities. You can take jokes. You can take whatever you need from a teacher. 
They're an open book. They're resources - a free resource. You can also take 




really look forward to collaborating with people and just picking their brains. 
Because I'm all about the pursuit of knowledge and I really want to better myself 
as a teacher. One way to do that is to talk to other teachers. I mean everybody's 
different, but everybody can learn from everybody. 
 Summary. Fred’s actual identities depict a teacher who is focused on providing 
structure and support for his students. His designated identities reflect a desire to find 
teaching strategies that will keep his students engaged and that will help him use the time 
he has with them more efficiently. In addition, he believes that being more prepared, 
asking better questions, and seeking support from other teachers will allow him to 
achieve these goals. All resources that Fred listed on his Map of Resources as having the 
most impact on him as a teacher connect to these identities with his mentor at his 
placement school being the most significant contributor. 
Intern #7 – Grace 
 Grace was the fourth and final intern that I met through the mathematics 
curriculum course prior to the year of their internship experience. From the moment I met 
her, she was radiating with energy and showcasing her outgoing personality. She aspired 
to be the teacher’s pet and tended to look for approval from those who played the role of 
an authority figure in her world. Although she sought out this approval from others, she 
was also very confident in who she had become as a person and who she was becoming 
as a teacher. Her positive attitude and tenacious will lead me to believe that she could 




 Grace was placed at a high school where students rank well above state and 
national averages on standardized test scores. A large portion of the citizens in the 
school’s community are college graduates, business executives, and professionals and are 
supportive of and involved in the education system. Interestingly, two of Grace’s major 
areas of focus as a teacher are assessing students and being involved in her students’ lives 
both inside and outside the classroom. Her actual identities illustrated a teacher who 
maintains an active student classroom environment through her questioning, formative 
assessments, and use of group work. She emphasized the importance of being a fun 
teacher and getting to know students. Grace’s designated identities consisted of the same 
ideas along with a desire to improve student accountability. The most impactful resources 
that she cited connected to and contributed to these identities. The following paragraphs 
detail these ideas based on her responses given during the interview and listed on her 
Map of Resources. 
 Actual identity. When I asked Grace what her students would say about her as a 
teacher, she was able to give specific examples of student feedback from a survey her 
students had just completed about her class. She started her response with the general 
impressions she believes that her students have continued by citing specific comments 
from students: 
They would probably say like I'm very laidback, but I am really thorough when 
I'm teaching. Like in Algebra, I've stopped asking them, "Ok, does anybody have 
a question before I move on?" I tell them, "I need at least two questions about 




thinking. I think that's a really good strategy that some of the kids liked and some 
of the kids didn't. But, overall I got really good feedback about like - "I really 
enjoyed how you did that" or "you really got us thinking." So, it is like laid back 
and fun at times, but if you asked a kid what my classroom is like, he would 
definitely say like I make sure they understand it before they walk out the door. 
 She described a typical day in her class mostly in terms of how she assesses her 
students. She described her thought process for designing lesson plans: 
When I'm planning, I always try to ask myself three questions: What's the lesson? 
Am I quizzing or reviewing? And, how will I check their understanding? So like 
if I quizzing, I won't necessarily be reviewing. Does that make sense? So like, I 
kind of base my plans around those. 
First, she starts with a “problem of the day” that is used as a pre-assessment and bases her 
lesson in part on the results of this assessment. Next students discuss their homework in 
groups, which is followed by her instruction for the day. She likes to end the lesson with 
some type of formative assessment to help her plan for the lesson to follow. She 
explained the importance of having this closure in place: 
I like to do a closing worksheet or a ticket out the door or some type of formative 
assessment just so we're clear. You know have a formative assessment at the end 
of the day and then they come back and visit the PODs, so in case that my kids 
don't do their homework, I can make sure before they leave and when they come 
back - ok, do you understand this enough to be assessed on it? Because they're not 




Grace seemed to be content with this process and gave the impression that she plans to 
keep this structure in tact in the future. 
 When Grace talked about her edTPA video segments, she iterated the elements of 
teaching that are important to her. She described the first video segment as a 
demonstration of her ability to assess students: 
The first clip really demonstrated who I was as a teacher. Um, I love getting kids 
up to the board and it shows a quick way to do a formative assessment where you 
can check every student's understanding. And, that something I really like to do. 
Because with my experience with lower level students, not everybody gets it at 
the same time and if we can do those formative assessments, then I can see where 
everyone is at quickly enough so I can adjust my instruction if I need to. 
She stated that the second video segment strongly conveyed how she teaches and how she 
likes for her students to interact in her classroom. She continued to explain her reasons 
for choosing the lesson: 
I'm not in front of the class doing direct instruction. They are discovering 
something on their own that yes, I could tell them in five seconds. This one's 
gonna hold more than that one. Well, that's not fun. They want to do popcorn. 
They want to build stuff. They had a really good time with it. And, I feel like you 
don't need to be a good teacher if you're in front of the classroom doing direct 
instruction all the time. So that second clip – yes. As soon as I planned it, I said - I 
have to get this in here. I want to use it. Even when an administrator comes in my 




together and having those mathematical conversations that they don't have outside 
the classroom typically. So, I knew I wanted to use that second clip for those 
reasons. 
She referenced these ideas that are important to her as a teacher throughout the entirety of 
the interview. 
 In addition to the stories Grace told about being in her classroom, she talked about 
being involved in her students’ lives outside the classroom. She gave examples of her 
involvement during her internship and discussed the importance of this involvement: 
I'm a co-sponsor for a girls community service group. And, I help my mentor 
teacher with the concession stands at basketball games and football games. So 
like, I'm very involved. While being involved in things outside the classroom – 
when being in the classroom too, I'm really involved with the kids. One of my 
students, he will always tell me about the baseball games. And he's like, "Oh, are 
you coming tonight?" And I'm like, "No, I have to work, but can we talk about it 
tomorrow?" And he's like, "Oh yeah, yeah." So he get's really excited. Some of 
the kids, I just want to know about their life. Like what are they doing outside of 
school. Do you run track? Do you have a job? What do you do? Because if I can 
understand their outside life better, then It's going to make me understand their 
behaviors and their actions inside of the classroom. 
She also pointed out that students would rather come to her instead of other teachers to 




 Designated identity. When approached about making possible changes to 
improve her edTPA lesson, Grace focused on discussing ways to enhance student 
accountability. First, she mentioned the possibility of assigning roles to group members. 
Then, she talked about not having enough time to discuss the activity as a class. She 
described how this portion of the lesson played out and how it could play out differently 
in the future: 
I would definitely want to make it all accountable. Like I had them turn in their 
individual worksheets, but I'm pretty sure some of the kids just copied a person's 
in their group. So, maybe like - and I wish I had more time because I did it at the 
very last minute of the lesson because it took a little longer with the instruction of 
the formulas and stuff. So, I would definitely want more time so the students – so 
like we could have a discussion at the end of it because it was like 4th block. "Ok. 
Turn you papers in. The bell is about to ring." So, you know I would have loved 
to have a discussion afterwards about it. And then that way, I could call on that 
kid and be like, “What did your group come up with? Because you sat there and 
did nothing.” So, I would definitely want to do that. 
Last, she mentioned having all students write on whiteboards as a formative assessment 
at the closure of the lesson. 
 When I asked Grace about what she hopes her students will say about her as a 
teacher in five years, she began talking about issues specific to being an intern. She said 




being the full-time classroom teacher. She described how she hoped her image would 
change: 
That she's really got it together. [laughs] Uh, with the internship, they know I'm 
an intern. And they can pretty much like see my flaws a lot. "Ms. Grace, you 
forgot to do that." You know. And even with second semester, like I can totally 
tell I've gotten a lot better. But like five years from now, I definitely just want to 
be like - I am ready to go. I am ready for anything that happens in this classroom 
and you won't see me sweat at all.  
Otherwise, Grace did not communicate any strong designated identities in terms of how 
she wants to change how her students to see her as a teacher. She believes that she 
currently finds ways to be involved in her students’ lives and wants to continue to be who 
she is. Grace values building relationships with students and feels she is already 
experiencing success in this aspect of her teaching role. 
 Grace did, however, bring up an aspect of her instruction that she would like to 
refine. An administrator pointed out to her during an evaluation post-conference that she 
frequently asks students questions but that she rarely addresses higher level thinking. She 
confessed that she currently uses questioning mainly for the purpose of classroom 
management: 
I ask questions to make sure kids are paying attention. Rarely do I ask questions 
that are higher level questions. Mainly because my kids are low level. And so, I'm 
doing really well if I can gain their attention for five minutes. And so when I rapid 




I think during my last evaluation I called on 35 non-volunteers. I mean like I call 
them out all the time just to make sure they're paying attention. But, I'm losing 
those kids who are higher achieving students…while firing questions at non-
volunteers is really good. I also need to evaluate some of the deeper questions that 
I need to ask. 
Grace communicated the need to challenge higher achieving students instead of solely 
focusing on student participation.  
 Resources. Like other interns, Grace credited her mentor teacher at her placement 
school as having the most impact on her as a teacher. First, she talked about getting to 
know her mentor in her role as a teacher. Grace detailed a variety of characteristics 
ranging from her personality traits to the way she handles homework procedures. She 
described learning from her mentor about who she could be as a teacher: 
Okay, like you can smile before Christmas. And you can joke with the kids. And 
you can kind of let them see who you are. Because I want to get to know the kids 
and they want to get to know me… I don't want to be that strict teacher, but I also 
don't want to be that I'm going to run all over you teacher. So that was really nice 
to have those conversations with her and figure out how oddly similar we are 
when it comes to teaching. 
Second, her mentor modeled how to balance multiple responsibilities. As mentioned 
previously, Grace has a strong desire to be involved in her school community and not 





So just like seeing her in those roles really helped me to say like, "Okay, I don't 
have to be confined to my classroom. It is manageable to do other things.” That's 
my personality. I really want to be involved. So getting to see Amanda in those 
roles and kind of learn from her experiences too. It really helped me say like, “Oh 
yeah, I can take this on. I can do a lot more stuff. And that's not going to distract 
me from being a math teacher at all.” 
As with previous participants who cited their mentors as impactful resources, Grace can 
imagine herself as a teacher the way that she sees her mentor teacher. Her mentor’s 
accomplishments coincided with her goals and visions, and therefore, her mentor’s 
stories of identity reinforced her own. 
 For her second most impactful resource, Grace cited observing other teachers at 
her placement school. Similar to the credit she gave her mentor teacher, she felt she was 
able to take pieces of what other teachers do in their classrooms and make decisions 
about what may work in her own classroom. Grace energetically explained:  
It was really nice to see all the different options because you can read about them 
all day, but when you see them in action and see how they play out, it means so 
much more to us. Because we can actually see like this is a good policy or - oh 
my gosh! That would not work for me. I can't do that. So, I think really seeing 
teaching in action really helped me become who I am as a teacher overall. 
 Continuing to draw from her internship experience, Grace listed Professional 
Learning Communities (PLCs) as her third most impactful resource. All teachers at 




reflect on different topics in educational practice. She pointed out that the topics were 
relatable to all teachers and helped establish goals and expectations within the community 
of teachers. Grace talked about specific topics that were discussed at meetings: 
Like one of the PLCs was about evidence and like reading evidence for students 
to use during the US History EOC and the English EOC. And I was like – well 
when you do proofs, you have to have evidence. Like this is awesome! And so 
like, I really took away a lot of - oh, I should do that. Or - oh, that's a better way 
to do that. Um, just so many different ideas on what I could do to better my 
teaching. 
 Grace cited reading educational articles as her fourth most impactful resource, 
which was brought about from her educational coursework. She explained during the 
interview that the courses in which she read the articles were also a resource. First, she 
claimed she would not have known where to find the articles had they not been assigned 
as part of her coursework. Second, she felt the discussions that took place during class 
sessions helped her think about how to apply the ideas to her own practice. She 
specifically talked about reading about formative assessments and learning how to make 
them more fun for students, which were reoccurring themes throughout the interview 
session. 
 Summary. Grace’s actual identities portrayed a teacher who is concerned with 
keeping students engaged and determining their level of understanding at all times. She 
wants to be seen as a fun teacher who also maintains a rigorous learning environment. 




community. Grace wants to make improvements in areas of instruction related to 
questioning and student accountability, but the designated identities she revealed did not 
seem to be sources of unhappiness. Overall, she is content with who she has become as a 
teacher. The resources that contribute to her teacher identities primarily stem from recent 
interactions in her life with her mentor teacher at her placement school having the most 
impact as a significant narrator.  
Intern #8 – Hakim 
 I met Hakim the same evening I met many of the other participants, the first class 
session of the mathematics methods course that I taught in the fall of their internship 
year. His hair was pulled back in a ponytail and his slumped posture accentuated his short 
stature. As I think back on the way Hakim quietly sauntered through the classroom that 
evening, I realize that my first judgment of him completely contradicted his yet to be seen 
enthusiasm and verbose nature. His level of participation and involvement in the class 
was well above that of an average student. At times during the semester, I would find 
myself engaging in deep conversations with him during class and have to pull away to 
avoid spending a disproportionate amount of time with him over other students.  
 Hakim chose the same placement school as Britt where, as mentioned previously, 
87.5% of the students receive free or reduced lunch and the average class size is smaller 
than the typical high school math classes. During his internship experience, Hakim 
expressed having a hard time finding a balance between being the “cool” teacher that he 
wanted to be and the strict teacher that he felt he needed to be. His actual identities were 




stories, he referenced the TEAM rubric indicators at some point and seemed to be 
significantly affected by the guidelines provided in this evaluation model. For the most 
part, his designated identities coincided with his actual identities. He talked about 
wanting to better the same aspects of teaching that he focused on in his stories about his 
internship experience. Hakim’s list for his Map of Resources consisted of teachers and 
mentors from his placement school. During the interview, he also mentioned resources 
from his educational coursework. I provide details on these findings in the following 
paragraphs. 
 Actual identity. When I asked Hakim what his students would say about his 
class, he talked about his personality as a teacher, the student culture, and the typical 
structure of his classroom. He stated that in general students saw him as the young and 
fun teacher. He admitted that he was laid back in how he interacted with students and the 
ways in which he handled student discipline:  
I guess since I was the younger teacher, they kind of looked at me as one who 
wouldn't shout and bark as quick as the other seasoned teachers. Um, but a lot of 
them kind of had the impression that I was young. I was cool. The way I talk is 
not as formal as the other teachers that were there. So, I would let slang 
sometimes just slip. Or you know like, “What are you guys doing?” My 
personality is just kind of funny and I'm not – I think they called me a warm 
demander. [laughs] Because I'm like, “Come on. Please sit down. Please sit down. 




He also mentioned that his students would say his classroom is loud and distracting at 
times because he frequently had to deal with verbal arguments between students. 
Additionally, Hakim brought up multiple times the role of his students’ culture. In one 
example he discussed how the norms set in his students’ prior classes allowed for this 
behavior: 
I would say at least on one day a week there would be some kind of verbal 
argument between students in the class. Um, that's just because of the culture that 
they came from. A middle school that didn't have the best culture that it fed into 
so they kind of got away with a lot of behavior issues. And they just kind of had it 
in their mind that you know - if we just keep bad for a while, they have to give 
into us. Um, because that's just what they had been used to year after year. So, 
some of them would say that my class is loud and distracting at times because I 
would deal with behavior issues a lot and it was kind of often in that a lot of time 
was kind of wasted on me just you know kind of waiting for people to be quiet or 
do something as simple as sit down. 
When he described the structure of a typical day in his class, he talked about using 
bellringers and exit tickets much like other participants in this study. Hakim, however, 
differed in that he emphasized their importance in his ability to score well on the TEAM 
rubric. Hakim also talked about breaking up his class time into smaller manageable 
segments and trying to make the most out of the beginning of class because he felt this 
was the optimal time in terms of students being able to focus. He described an “I do, we 




students to practice in class. Additionally, he talked about trying to address his students’ 
lack of conceptual understanding through both oral and written questions directed 
towards this understanding. 
 When Hakim and I discussed his reasoning for selecting his edTPA video 
segments, he immediately pointed out that he did not want a video of him talking the 
entire time. He specifically focused on two aspects of his classroom, environment and 
management. First, he talked about wanting to show how his students shout out their 
ideas and interact in his class. He described the segment in his video that addressed this 
behavior: 
I wanted to show how students shout out in my class the way that they think. Um, 
because in the beginning I'm saying, “What do you notice about these lines?” Um, 
one student kept saying, “Intercept, intercept!” and one says, “Intersect!” And 
although the two are kind of similar in nature, your y-intercept is where it crosses 
the y-axis. He had the wrong terminology, so I kept saying, “uh, uh.” You know, 
like I don't want to say, “You're so close.” But so I wanted it to show the way that 
in class how a student will like just keep shouting and shouting and shouting just 
to try to give you an answer that you almost want to hear. You know, because I 
think that they do that a lot is that they recognize that there's terminology that you 
say. And they're just going to say terminology back to you because they think that 
that's the right answer. 
Second, he wanted to show how he rewards good behavior through a management system 




motivated his students and encouraged them when they could not immediately produce 
correct answers. Hakim explained his reasoning for using this reward system: 
The whole money part is that I'm giving everyone a chance. Not just one person. 
Because if I was saying only one person is going to get this, someone's going to 
say, “Oh, it's going to be the smartest kid. It's not me, so I might as well not do 
anything because it's not meant for me.” So, I would always try to give 
opportunities that everyone could get the classroom money…so instead of being 
like, “No, you did it wrong.” I'm saying, “No, but you still have time.” To try to 
encourage them to say, “Hey, even though you've got it wrong, don't shut down. 
You still have time. Don't you want to get some of this money to buy chips or 
whatever?” 
After a lengthy conversation mostly pertaining to environment and management, Hakim 
stated that he also wanted to show that his students were able to take a concept that was 
not fully understood and progress to a higher level of understanding. 
 Designated identity. When I asked Hakim if he had learned anything that would 
cause him to make changes to his edTPA lesson, he began to rattle off numerous aspects 
of the lesson that he felt were flawed. First, he discussed changing the physical setup of 
the room because felt this issue contributed to his students inability to pay attention. 
Second, he mentioned the need to be more deliberate in grouping students. He detailed a 
somewhat random grouping strategy that he implemented in this lesson: 
I paired people off based on um – I just had little pieces of paper and there was an 




the person with their solution. I would like to have made that a little bit more 
involved with the lesson. Even though solving an equation is important, at this 
point that's a skill that has been come and gone. So I would have probably rather - 
using that paring activity something a little bit more in tune the lesson and as far 
as the activity goes. 
He added that students should be grouped based on similar ability levels. Then, he voiced 
his concern about some students not having enough to do and needing to provide more 
work. Next, he talked about having students place their graphs on the wall verses working 
on the floor. At which point, he again referenced the TEAM rubric on the need to display 
student work. Then, he went on to talk about the need to ask more challenging and more 
varied questions throughout the lesson. He specifically discussed changing the question 
in his hook to a more real world scenario: 
The questions that I asked about the activity were kind of – I kind of asked the 
same questions throughout the entire lesson when it came to how many solutions 
and how do you know. I would have liked to have pushed that a little bit further. 
Um, and for my hook, I would have liked to have changed my hook. Instead of 
just - I have two random numbers I'm thinking of. Um, I would have liked to have 
changed it more to a real world scenario. Um, one thing that I read about was 
combining economics and algebra because economics is rooted in algebra. So just 
the idea of like supply and demand. You know and just give them an actual thing 
and make it something that's true to their world. All my students have Beats by 




much to supply Beats by Dre, what would be the idea? And that's something that I 
think would resonate with them a little bit more than just like - oh, some math 
teacher is thinking of numbers. [laughs] 
Finally, he ended his list of inadequacies with a need for more student accountability. He 
referred to the worksheet that he provided students in the lesson and expressed a desire to 
ask questions that require more student thinking. 
 When I asked Hakim about what he hopes his future students will say about him, 
he immediately thought of the issues he had experienced with managing his classroom. 
He responded with a joke about his students being too afraid to misbehave in his class: 
Oh gosh, I hope they would say, “Do NOT act a fool in Mr. V's class because he 
will pin you to the wall.” [laughs] Golly, that's one thing I wish I would get better 
at is classroom management. Now mind you, understand that my students were 
kind of special in the sense that their upbringing was pretty rough around the 
edges. Um, but the classroom management was one thing that made everyday life 
kind of a little too stressed out at times. 
He wants his students to know that he cares about them, but he recognized a need to 
establish better classroom norms. For example, he expressed these feelings in the 
following comments: 
In the future, I think I would come out on the very first day and make it known 
that these are the standards. That I do care about all of you. You know, but if you 





Hakim’s designated identity of becoming a stricter teacher seemed to be the most 
pressing and causing the most unhappiness for him at this point in his career. 
Furthermore, this priority connected to his designated identities for building relationships 
with students. He acknowledged that some students improved their behaviors in class 
after taking the time to get to know them but that others he could not reach. He seemed to 
be negotiating the balance his desire to build close relationships with students and set 
solid classroom norms. 
 Resources. According to Hakim’s Map of Resources, his mentor teacher at his 
placement school had made the biggest impact on him as a teacher thus far. He portrayed 
his mentor as someone who understood the struggles of a new teacher and helped provide 
guidance for him based on her own experiences. In an effort to help him with classroom 
management, his mentor wrote scripts of the dialogue between him and his students 
during class and addressed some of the issues that she had observed. He described one of 
the interactions: 
Like one day the students were particularly off task. She wrote a script of what 
every student was doing and had me and the students read it. And was like, “At 
what point do you think this is acceptable? In ten minutes here, look at what you 
did.” You know, um. She would talk to me about all these different things that 
she's done in the past. The good, the bad, the ugly. She would teach me how – the 
kids can get under your skin really quick and she taught me basically how to just 




Additionally, she shared methods with him for getting more students to participate during 
class such as using popsicle sticks. Other examples of support that he mentioned included 
tips that she provided on being more efficient at grading tests, taking attendance, and 
providing notes for students. Hakim commented that his mentor taught him how to utilize 
resourceful people at their school, who also happen to be the remaining citations on his 
list of most impactful resources. 
 Hakim listed his TAP mentor as his second most impactful resource. Her roles 
included periodically observing him teach and then dialoguing with him about which 
aspects of his lesson went well and which aspects he would like to improve. He explained 
her impact on his ability to make improvements: 
That helped a lot because it made me focus on the aspects of teaching that I really 
needed to focus. Things like questioning just came naturally to me, but you know 
certain aspects like wait time just seemed unnatural, and if it felt unnatural to me, 
I would just try not to do it. So, she was always there to make me realize who I 
am as a person. 
He also explained that she was a resource for being able to bounce around his ideas and 
helping him create lessons from his ideas. 
 As his third most impactful resource, Hakim listed simply “other teachers.” He 
explained that other classroom teachers at his placement school provided additional 
support similar to the kind of support that his mentors had provided. Hakim talked about 




teaching ideas. Again, he specifically mentioned getting help with classroom 
management issues. He expressed his gratitude towards other teachers giving him advice: 
They just provided me with a lot of stories essentially and it's that dialogue 
between you where it's like, “Well, If I had that student again, I would do this.” 
You know, those little things that just came up in conversations. I would try and 
sometimes it worked and sometimes it didn't. Um, but just sitting around at the 
lunch table just with those people made me understand different types of students. 
Like create different environments for the students. And at the same time, it let 
me hear how their classroom environments were. 
 Last, Hakim cited the Numeracy Coach from his placement school. He provided 
two examples of how she made herself accessible as a resource. First, she planned and 
facilitated the school’s PLC meetings. She provided Hakim with assessments, answer 
keys for the assessments, and specific activities to use in his classroom during these 
meetings. Second, he would occasionally meet with her one on one. During these 
meetings, she would provide additional teaching resources and make suggestions about 
pacing based on the curricula in the courses he taught. He described a few of the 
resources: 
She helped me with interactive notebooks. I had never even heard of an 
interactive notebook before, but she taught me how to do all of this. And just little 
foldables. Things that make learning just a little bit cooler…She would throw 




trying to do the interactive notebook or just folding together some of these things, 
that was a lot of one-on-one time. 
 In addition to the resources cited on Hakim’s map of resources, he mentioned 
lessons learned from his coursework in education. For example, he referenced edTPA as 
resource for helping him think about teacher evaluations: 
There was a lot those reflective – like edTPA. Ugh. As much as I hated doing it, it 
made me really aware of what people look for in evaluations. Um, and I worked 
on my edTPA a lot, a lot and typed and typed and typed. Um, and that made me 
really prepare for my evaluations. Because by the time it came around, I felt like I 
already knew what you're looking for or how I can present it that way. And if I 
need to defend myself in a post-conference, I know exactly how to evaluate that 
lesson to you in these terms. 
He also referenced his classmates from his education classes as a resource. He 
specifically talked about learning from their experiences: 
I got so caught up in the culture of my school and my students that I don't – like 
it's hard to think of like what's it like at a different school. Because then you're 
like, “Oh, they're probably doing better than me.” You know, but hearing other 
people's experiences helped me keep in mind just kind of like a holistic view of 
just a student. How does a student learn instead of my students? It was nice just 
hearing general things. 
 Summary. Hakim’s significant narrators from his internship year seem to have 




and designated identities consist of wanting to motivate students while managing their 
behaviors. He values building relationships with his students, but reveals a strong need to 
establish a more structured classroom environment. These designated identities seem to 
be a source of unhappiness for Hakim that will compel him to improve his practice.  
Intern #9 – Isaac 
 As with the majority of the mathematics interns, I got to know Isaac while 
teaching the mathematics methods course as a graduate assistant. He has a tall, broad 
athletic build with a soothing voice and endearing smile. Isaac always seemed relaxed 
and projected a calmness and a steadiness that made you feel like everything was under 
control. He always addressed me with “ma’am” and consistently exercised impeccable 
manners in all of our interactions. Isaac could be critical and articulate his opinions in 
disagreement when necessary. But even then, he exhibited a politeness in the way he 
expressed himself. When I visited Isaac’s class during his internship, I found that he 
carried himself the same way as a teacher. He physically towered over his students but 
never raised his voice while maintaining their attention throughout the entirety of the 
class. 
 For his internship, Isaac was placed in a school with a student enrollment of 
nearly 2,000 and with four distinct learning communities focusing on business, health 
science, liberal arts, and STEM. The student population consists of around 16% minority 
students and 24% who qualify for free or reduced lunch (U.S. News & World Report). 
During this experience, Isaac taught Honors Geometry and an Algebra II class in which 




reach the students in the latter of the two. Isaac described himself as a laidback teacher 
but also as someone who has high expectations for students. His identities reflected the 
importance he places on discussions in his classroom and building relationships with 
students. In describing his learning during this experience, he frequently referenced his 
mentor teachers and others who supported him at his placement school. The following 
paragraphs present findings on Isaac’s actual and designated identities as well as the 
resources that contribute to who he has become as a teacher. 
 Actual Identity. When I asked Isaac what his students would say about being in 
his class, he responded in two parts. He first described what he felt his Algebra II 
students would say and followed with what he felt his Honors Geometry students would 
say. In discussing his Algebra II students, he began with a description of the structure of 
the class: 
They would probably tell you it’s pretty laid back at the start, but right after lunch 
it was go. I mean as soon as they sat down - let's move. Let's get through this 
lesson, and then we'll have questions at the end. I really liked getting – they could 
get overloaded real easily. So, I would really like to finish it up and then take 
questions and let them ask what questions they do have at the end. That way they 
could if some of them wanted to do their homework at night, then they could do 
that. Or at least, the ones that weren't going to do their homework no matter what 
I tried to get them to do, they could at least be left with that thought. 
He continued to describe what his Algebra II students would say by focusing on the role 




I don't know if they would say I didn't do any work. Because I made them – like I 
really like discussions. I feel like if they can explain to each other what's going on 
then they can tell me on a test what's going on…They said we talked a lot. We 
talked a lot in this class. But, I mean a lot of them probably did talk about God 
knows what, but I know a lot of them really learned from talking amongst each 
other and learning from each other. 
When I asked Isaac how his other class compared, he described a contrast between the 
two: 
My geometry class was totally different. Since it was an honors class, they – I 
made them like talk to each other, but I know they definitely preferred for me just 
to stand up there and tell them exactly what's going on. So, I guess at the end of 
the semester they had kind of shifted a little bit. But, you can definitely tell if I got 
up there and told them exactly what was going on, they were much happier. 
 After discussing with Isaac what his students would say about being in his class, 
we talked about his selection of video segments for edTPA. He made it very clear that his 
priority was to show students working instead of making the video clips about him. He 
also wanted to convey the importance he places on students understanding that multiple 
paths exist when solving problems. He explained what he wanted viewers to take away 
from the video: 
I wanted them to see – one of the students did it a totally different way from what 
I had been teaching and that actually clicked with a lot more than what I had said. 




to show them that there are multiple ways you can do this and get the exact same 
answer. But, you're really getting the same stuff. It's just a different process to it. 
So, that was the first one. Um, and I really wanted them to see that also because 
that's probably in my opinion one of the more important parts of probability. Just 
being able to take from previous activities and apply them to the next one. 
 Throughout the interview, Isaac’s stories relating to actual identity portrayed a 
teacher who is concerned with getting his students to talk about the math and building 
relationships with them. In one instance, he discussed the challenge of getting his 
students to talk: 
I feel like me just making this class talk was the challenge that they needed. And 
even so with the Honors Geometry, like getting them to converse with each other 
about math was a challenge…A challenge for anybody is being put in a position 
that you're not used to being put in. And a lot of these kids are used to just 
somebody standing up there and telling them exactly what's going on. 
In another portion of the interview, Isaac reflected on relationships that he built with his 
Algebra 2 students during the second semester of his internship experience. He implied 
about the impact made by providing students with positive support: 
When I got back the EOC scores from this year, I was so proud of specifically 
three or four of them. Where they were really struggling and I just kept saying, 
“Hey, this is going to happen for you. It's going to happen for you.” And they got 
their score and one of them came in and gave me a big hug. He was just like, 




teacher. But, they need to grow as young men and women also. And I think that 
kind of stuff really helps them out in that respect. 
 Designated identity. While discussing Isaac’s edTPA video clips, I asked him 
about any possible changes he would implement if he had the chance to teach the lesson 
again. As with the other interns, he immediately responded with ideas about possible 
improvements: 
I would need to go over how many cards are in a deck and how many diamonds 
there are...No assumptions. I mean I assumed [they] had played at least – they 
didn't even know what blackjack was. A lot of them. And that just totally blew my 
mind. 
He expressed that in the future he would not make assumptions about what his students 
know and would be sure to think about what information students need before launching 
into an activity. In addition to these desired improvements, Isaac also mentioned wanting 
to give students more time to “play” with the cards in groups verses showing them 
simulations as a class. 
 When I asked Isaac what he would want his future students to say about him, he 
focused on student expectations and success. He provided an example of an ideal student 
response: 
I think they need to be challenged. I hope that that kid would say – if it was at the 
end of the semester, you know, “Gosh, he was hard, but I learned a lot.” 
Something like that. “He had high expectations for us, but we met them. And he 




He iterated throughout the interview the importance of building relationships with 
students to help them grow as learners of mathematics as well as positive contributors to 
society. Later in the interview he revisited the question without being prompted: “I guess 
going back to an earlier question. I really hope they'd say that I care about their learning 
and I work hard for them.”  
 At the end of our interview session, Isaac discussed some of the challenges he 
anticipates in the future as a teacher. Many of the challenges that he brought to my 
attention related to previous identity stories of being able to connect with students and to 
motivate them. He expressed his concern about moving forward with this particular 
challenge: 
Learning a new kind of student. Those students that I saw at HV are going to be 
totally different from students on the other end of Knox County. Even more so in 
South Carolina or wherever I end up. So, the challenge for me is going to be the 
difference. Like what's going on that's different. And I would experience that if I 
were to be at HV again next year. So, I guess that would be the challenge there. 
And a challenge also is just being able to connect to the next group. It's just a new 
batch, so I've gotta connect to them just as much as I connected to the last one. 
Um. But I think just as far as balancing out how hard I am necessarily as a teacher 
to them and how the relationships work and all that kind of stuff. Balancing what 
it really is to be a teacher. I think that's going to take care of itself necessarily or 
I'll be able to take care of it. Just by what we've already talked about. Being able 




 Resources. Isaac cited his family as his most impactful resource for who he has 
become as a teacher. He explained during his interview session that he has a “family full 
of teachers” – four of which teach math. He elaborated on the type of support they 
provided during his internship year: 
I was able to you know at least say, “What can I do to stimulate them in 
probability and in polynomials?” “Oh, well try this.” Books upon books of things 
that they had done in their countless years of their teaching. And you know, some 
of them liked this and some of them really liked that. “What do you think about 
your class?” And not necessarily just giving it to me. But, at least making me 
think about what would work best for mine. And taking from each of those and 
molding it to what I want to use. And if not on the resource aspect of things, just 
being able to – I don't know if I've already referenced, but during the low times I 
was able to call each of them and be like, “You know what? I need help. I need 
help.” And they were even just in that instance – they were immensely helpful. 
He clarified that his family members who are teachers had become resources for 
curricular support as well as emotional support. 
 Isaac noted his two mentors at his internship placement school as the second most 
impactful resource. In the interview session, he discussed the difference between their 
approaches to teaching and what he was able to learn from being exposed to different 




She's very strict about a lot of things, but they learn in that class…the 
management in general. Like she didn't take anything from anybody. And there 
are times for that. There are times when it's like, “Hey, knock it off.” 
He explained that his secondary mentor focused more on relationship building than 
classroom management: 
But from Rachel, she was – especially since she had mainly juniors and seniors, it 
more about relationships at that point. Um, and all her classes were pretty low. 
And I think with them especially the relationship aspect is just huge. It's 
incredible. If you get them thinking that – you know, we're on the same team. We 
are pulling at the same end of the rope. Even if they are almost somewhat 
reluctant. If you're showing that you really care, they might start to reciprocate 
that. Because they might not have it at home. A lot of the kids that I had didn't 
have that at home and that was incredibly sad also. But, them seeing that I really 
cared about them and a lot of people at school really cared about them. Maybe it 
kind of shifted for them to where - you know what, I'm going to at least work in 
this class. 
I consider Isaac’s secondary mentor to be a significant narrator because he endorsed and 
modeled her approach with students. She narrated actual and designated identities for him 
that pertain to his focus on building relationships with students and classroom discussion. 
She contributed to Isaac’s willingness and desire to incorporate discussion in his 




 For his third impactful resource, Isaac cited discussion-based learning text. He 
talked about an article he read in his college coursework that influenced him: 
I can't remember the article itself, but I remember it was – it just talked about how 
students – they start to believe more in themselves if they're able to successfully 
explain things. Even just one-to-one with each other. Um, they start to believe in 
themselves more and they start to learn the material especially. 
He continued to describe the importance of discussion-based learning and his 
interpretation of its effectiveness: 
I think the discussions – making them talk and tell me exactly what's going on and 
tell the class what's going on. I mean that's even more so than one-to-one. That's 
get them to that point when you know they're really racking their brains for what I 
had said, for what somebody else had said. And again, I can't remember the exact 
word, but being able to pull from different things to make your own opinion. That 
also just builds that knowledge like crazy. Just build and build and build. They 
drive their own learning. Making them drive their own learning was something 
that the discussion based learning – it really hit on and intrigued me and it seemed 
to work. 
 Isaac listed education coursework in general for his fourth resource that has 
impacted who he has become as a teacher. During the interview, he specifically talked 
about the influence of his education courses in technology, reading, and mathematics. For 
example, he talked about a project he assigned in one of the classes he was teaching that 




We did a project about the Olympics earlier on also in my geometry class. Just 
doing that. Just being able to pull from the technology and making them do all 
that kind of stuff. And making them present…But just stuff like that. Like if you 
give them stuff that's different than what they're used to, then I guess they're not 
necessarily more apt to – but it is different, so it intrigues them. 
Isaac described how he was able to implement ideas from his education classes by 
adapting them to apply to his students: 
I'm just like they [students] are about the discussions you know. Just bringing in 
what different people said and make it their own. I kind of did the same thing with 
the articles and the notes and just what y'all had told me or told us. Kind of 
molded it into stuff I could use. I guess that's the point of the whole thing isn't it? 
 In addition to the list of resources that Isaac provided, he discussed in the 
interview a critical point during his internship experience that served as a resource 
contributing to who he has become as a teacher. He referred to a time when I happened to 
visit his classroom. Most of his students had just failed a test that he was going over with 
the whole class as a group. He described this moment in time as a turning point: 
From that point on, we really switched. Like we totally shifted away from what 
we had been doing. I guess that's when I really started getting into the discussions 
and letting them drive. And more examples and just a total change of the 
classroom. Because before then it was definitely more of a lecture based and I 
tried to implement a couple of discussion things. After that it was almost the 




thing. I mean I was questioning myself. Like why I was even there. And talking 
with mentors. That was just the perfect time to reassert myself. I didn't get into 
this just to give up a month into the semester. And that's I guess when it clicked 
for me that I needed to change. I mean they are who they are and I need to be the 
one that goes and gets them and brings them up. And I guess that's the one time – 
that's as low as I've been in the whole internship. Just to see that I can change and 
I can be who that class needed me to be in order to help them be successful. And 
that was – I mean that's been everything. 
 Summary. Isaac has access to a multitude of interpersonal resources in his life 
that contribute to his actual and designated identities. His family, mentors, administrators, 
and students all play a role in who he has become and continues to become as a teacher. 
He heavily values building relationships with his students and establishing a classroom 
environment where mathematical discussions are encouraged. These values seem to have 
developed from and been fostered by the voices of significant narrators as resources as 




CHAPTER FIVE  
IDENTITY THEMES, COMMON RESOURCES, AND INSIGHTS 
 
 The purpose of this study was to understand preservice teachers’ identities in 
relation to mathematics teaching and the resources that contribute to these identities. 
Specifically, this study considered the following research questions: 1) What are the 
secondary mathematics preservice teachers’ actual identities? 2) What are the secondary 
mathematics preservice teachers’ designated identities? 3) What are the resources that 
contribute to the construction of these identities? Nine secondary mathematics interns 
produced written responses to the Map of Resources and responded to interview 
questions that addressed the research questions. The previous chapter provided 
descriptions of the individual narratives produced during the data collection phase of the 
study. This chapter aims to illustrate identity themes and common resources that were 
identified across the individual narratives and research questions as well as insights 
gained from the analysis. A summarizing chart is provided at the end of the dissertation 
illustrating the participant data in relation to the themes and common resources that 
emerged (Appendix E). The next chapter will discuss the study’s relevance and 
implications that are proposed based on the findings of the individual narratives, identity 
themes, and common resources. 
Actual and Designated Identity Themes 
 From the data collected in this study, notable themes emerged during the analysis 
processes that corresponded with the first two research questions. These themes represent 




commonalities and differences. Classes of themes presented in the following paragraphs 
are 1) Questioning as Increasing Student Participation, 2) Using Group Work, 3) The 
Challenges of Classroom Management, and 4) The Importance of Building Relationships 
with Students. 
Questioning as Increasing Student Participation 
 Developing effective questioning techniques are considered a crucial component 
of learning to teach mathematics (NCTM, 2000). The participants in this study reinforced 
this notion with seven out of the nine participants discussing questioning as an integral 
part of their instructional strategies. Although teachers ask their students questions for a 
variety of reasons, the participants in this study specifically described their current 
purpose for using questioning as a means for increasing student participation. As one 
example, several interns mentioned posing questions in order to create mathematical 
dialogue with students. Cora stated during her interview, “You know I always wanted to 
ask them questions and get them talking about it before I gave them a definite yes or no, 
right or wrong.” All the interns seemed to generally perceive questioning as a way to 
generate conversations that would not occur otherwise. In other instances, interns 
mentioned asking numerous questions to different individual students in order to keep 
them engaged. Grace revealed in one of her narratives concerning evaluation feedback 
that she had “called on 35 non-volunteers” to make sure that she had everyone’s 
attention. The perception that asking questions keeps students more focused also seemed 
to be consistent among the participants. In a third example related to increasing student 




more students to participate in class. Fred described his method of questioning as a 
“scaffolding” approach. As reported in the previous chapter, he communicated that he 
tries posing a question to students, allowing wait time, and then asking additional 
questions to provide assistance as needed. He felt that more students are inclined to 
participate once they have been supported through additional guiding questions. Out of 
the interns who talked about questioning, all described experiences of initiating and/or 
trying to maintain student involvement through their approaches. 
 While the majority of the interns described their current use of questioning in 
similar ways, they revealed differences in their trajectories for improvement and in 
certain aspects of who they want to be as teachers. Two participants characterized this 
element of their teaching as a major strength and never mentioned needing to improve 
their questioning techniques. In contrast, the other participants repeatedly mentioned the 
need to ask better questions, indicating designated identities. However, their definitions 
of “better” and their reasons for improvement varied. For example, Britt wants to ask 
higher level questions that involve “explaining” so that she is “not just telling” her 
students how to do math. She felt that asking better questions would help her transition to 
be more student-centered. In another example, Fred related improving his questioning 
techniques with improving his classroom management. He felt that asking better 
questions would keep students engaged and would make time “fly by” in class. On the 
other hand, Grace revealed that she would like to move away from using questioning to 
solely manage her students and keep them focused. She claimed that the questions she 




did not require higher order thinking. In another instance, Cora described wanting to 
improve the questions she asks students specifically to help them make generalizations 
about the mathematics they are learning. She was forthcoming in saying, “I can ask 
questions, but I don't always get the most out of the answer that I could.” She repeatedly 
related questioning to student discourse. 
 In summary, the majority of the interns expressed the role of questioning in their 
classrooms as an actual identity for teaching. While participants consistently described 
questioning as a means for improving student participation, their designated identities 
were inconsistent. Different concepts that emerged in their narratives concerning 
refinement of questioning included becoming a teacher who is more student-centered, has 
better classroom management, stimulates critical thinking, and helps students 
communicate their mathematical understandings. 
Using Group Work 
 Throughout recent history, research has suggested that group work in 
mathematics classrooms affords learning opportunities for students that potentially have 
both conceptual and social benefits (Cohen, 1994; Cohen & Lotan, 1997; Lotan, 2006; 
NCTM, 2000). The participants in this particular study read about, observed, and 
experienced working in small groups throughout the entirety of their education 
coursework. Therefore, the topic being consistently threaded throughout participants’ 
narratives came as no surprise. In fact, all nine participants brought up using student 
groups during their interview session without being specifically prompted to talk about 




student would say about being in their class and/or why they chose their video segments 
for edTPA. 
 The degree in which the topic arose in their stories varied greatly from participant 
to participant. For example, Amy merely mentioned that she arranged her desks in groups 
and that she typically included a small group discussion in her daily routine. On the other 
hand, Don presented student groups in his stories as a key component of his actual 
identity as a teacher. As quoted in the previous chapter, he expressed that group work 
provides a “safe environment” for students and that “they’re more likely to speak up” 
when they do not have the entire class as an audience. Grace, who also repeatedly 
brought up group work in her stories, proclaimed that having students work in small 
groups would prepare them for future life expectations. 
 Another variation existed in participants’ grouping arrangements. For instance, 
Fred revealed that he allowed students to select their own groups without any real 
structure. Different from Fred, Britt passed out matching cards in an activity she 
described from her edTPA lesson making the group selection process somewhat random. 
On the other end of the spectrum, Eve and Hakim both discussed purposefully grouping 
students by similar ability levels. Hakim explained, “I recognize if you put a really high 
person with a really low person, they're just not going to match that well just because the 
learning gap is so big.” 
 Some participants communicated minor frustrations with utilizing group work 
during class time. The majority of the complaints related to time constraints and not 




communicated success stories with group discussions, he also voiced his concern about 
having trouble facilitating group tasks efficiently. He stated, “I can only be with one 
group at a time.”  
 Six out of the nine participants conveyed wanting to make improvements related 
to the use of student grouping. In general, these participants felt that using smaller student 
groups had the potential to be a more efficient use of class time than entire class agendas 
and could provide a richer learning experience for more students. The following four 
specific refinements were mentioned by multiple participants as needed improvements: 1) 
providing better instructions when launching group tasks, 2) creating more opportunities 
for mathematical dialogue among student groups, 3) making group tasks more student-
centered by micromanaging less, and 4) holding students more accountable individually 
for their contributions and accomplishments while working in groups. The interns 
attributed their ideas about group work to variety of resources with most common being 
assigned readings through coursework, dialogue with mentors and peers, and their own 
intuition. 
The Challenges of Classroom Management 
 Classroom management is a complex component of preservice teacher learning 
that encompasses a variety of skills such as establishing solid routines and effectively 
addressing negative student behaviors (Evertson & Weinstein, 2006). All teachers are 
bound to encounter challenges while trying to develop strategies to build and maintain an 
environment conducive to student learning. In this case, the participants did not deviate 




are as teachers using references to how they tried to manage their classrooms, revealing 
any issues they may have faced. Additionally, many participants acknowledged needing 
to make improvements in this aspect of their teaching. 
 When describing a typical day in their classrooms, terms such as “bellringer” and 
“exit ticket” consistently emerged as well as general talk about teacher directed 
instruction followed by student-centered tasks. Each participant seemed to want to 
establish that a daily routine had been put into place. Participants repeatedly commented 
about student awareness of expectations in terms of class structure. Additionally, learning 
when to “pick and choose battles” consistently emerged in stories concerning reactions to 
inopportune student behavior. Furthermore, multiple participants discussed how they had 
to consider whether to address an issue on the spot in front of the entire class or to wait 
and address the issue privately.  
 Quite a bit of variation existed in the participants’ descriptions of how they 
attempted to get students on task and to maintain a certain level of engagement. Some 
strategies were more punitive in nature while others tended to be more reward based or 
based on an agreement between teacher and students. For example, Fred used his 
“bellringers” or opening tasks primarily to address problems related to students being late 
to class and taking too long to settle down. He admitted that the tasks were not always 
related to the math content but always served the purpose of trying to manage unwanted 
student behaviors. Fred explained, “You've got this much time to get it and you don't get 
the points.” In contrast, Cora allowed her “talkative class” to joke around for a few 




math topic for the day. She commented on this particular group of students, “I can’t be 
very, very strict with them because they just don’t respond to that.”  
 As stated previously, Grace used “rapid fire” questions to call on non-volunteers 
in order keep students on task during a lesson. Different from Grace, others discussed 
trying to motivate students to volunteer to participate and stay involved. Britt, Hakim, 
and Isaac all described some form of classroom money that they used as part of a reward 
system. In addition to using a reward system, these three participants mentioned other 
strategies for managing student conduct. Britt discussed building relationships with 
students to change negative student behaviors. Isaac talked about trying to continuously 
model appropriate and respectful behavior for his students. Hakim, along with trying to 
build relationships with students, resorted to changing seating arrangements, sending 
students to other teachers, and submitting discipline referrals to administrators. 
 Five out of the nine participants explicitly narrated a need to improve some aspect 
of how they manage their classroom. These particular designated identities transpired 
during the interview when asked about what they hoped future students would say about 
them and/or what improvements they would like to work towards based on their own 
reflections or recommendations by others. All five participants voiced that a mentor or an 
evaluator had made recommendations for improvement in this area, indicating a 
contribution from a significant narrator to this identity. The general consensus among this 
subgroup was that they needed to be stern from the beginning and to set clear 
expectations and rules with consequences. The overarching goal was to create “an 




The Importance of Building Relationships With Students 
 Most educators would agree that teachers who foster positive relationships with 
their students support their students' motivation and are more successful in creating 
environments conducive to learning (Civil, 2007). The interns in this study narrated 
stories about relationships with their students with the majority of them conveying value 
in the relationship-building process and the positive outcomes that follow in the 
classroom. Although a couple of the participants merely alluded to this notion, seven of 
the nine distinctly described the importance of building relationships with students. 
 In describing impactful experiences within the larger internship experience, many 
participants indicated that building relationships with students had the most impact on 
them as a teacher during this time. Efforts that were put forth during their internship 
experience to get to know students varied from participant to participant and sometimes 
came about in multiple forms for each individual. For example, some interns mentioned 
that simply having one-on-one conversations that may include “How is your day going?” 
was an effective means for breaking through to some students. Other interns mentioned 
that after taking the time to attend their students’ extra curricular events outside of the 
school day, they noticed improvements in those students’ attitudes, efforts, and 
demeanors in class. Yet, others found ways to make connections with students through 
initially contacting parents or guardians. Actual identities such as “caring” or “devoted” 





 Participants not only narrated stories of current successes concerning relationships 
with students, they also conveyed a need to continue making future progress in their 
efforts. Grace pleaded during her interview session, “Because if I can understand their 
outside life better, then it’s going to make me understand their behaviors and their actions 
inside the classroom better.” Multiple interns had begun to envision building 
relationships with students as a means for more success with classroom management. 
Although Hakim voiced that “some students just can’t be reached,” he also repeatedly 
mentioned building relationships with students as a goal for future improvement in his 
practice. From a slightly different angle, Isaac expressed that he needs to connect with 
each new group of students so that he is able to adapt to each group’s unique set of needs. 
Overall, this group of interns communicated that working towards building better 
relationships with students in the future would yield more positive outcomes for everyone 
involved in the learning community. 
Common Resources 
 The third and final research question that guided this study was: What are the 
resources that contribute to the construction of these identities? During the analysis phase 
of the study, similar key resources emerged across participant narratives that impacted 
their identities for teaching. Common informational resources as well as interpersonal 
resources materialized from the data. Informational resources refer to tools or practices of 
a discipline or community while interpersonal resources refer to the ways people interact 
with one another (Hand & Gresalfi, 2015). Themes of common impactful resources 




Requirements, 2) Evaluators and Evaluation Models Matter, 3) Mentors as Significant 
Narrators, and 4) Critical Interactions with Students that Prompt Identity Shifts. 
Coursework and Readings Are Not Just Requirements 
 A common thread identified in the data collected through interview sessions and 
written reflections was the use of certain tools and practices that were afforded through 
participation in the participants’ educational coursework. Actual identities were told in 
relation to these tools and practices, which as a result revealed some of the participants’ 
ideas about and values in teaching. These resources provided support and content for 
learning about the kind of teacher they needed and wanted to be. The following 
paragraphs provide examples of some of the specific resources that emerged and how 
they impacted the mathematics interns as teachers. 
 Five out of the nine participants cited either coursework in general, a specific 
class or classes from their coursework, and/or journal articles on their lists of top four 
most impactful resources in becoming teachers. In particular, Cora cited “assignments 
from graduate coursework” as her number one most impactful resource and stated that 
her fundamental ideas about the kind of teacher she wants to be developed through this 
work. Out of the four remaining participants, three of them spoke extensively about 
resources from their coursework despite the omission on their Map of Resources lists. 
Uniquely, Britt did not discuss any of the aforementioned resources in her written 
reflection or during her interview. 
 When participants made general references to coursework, a few points were 




read about, discuss, and reflect on mathematical instructional practices and talked about 
how the ideas from their coursework molded them as teachers. For example, Isaac 
credited these opportunities and experiences for giving him the idea and confidence to try 
mathematical discussions in groups with his students. Some interns cited on their Map of 
Resources or mentioned in conversations more distinct aspects of their educational 
coursework such as specific classes, journal articles, or particular assignments. For 
example, Hakim referenced a particular reading education class as he detailed his 
realization of the importance of reading in teaching math. Additionally, he mentioned a 
specific reading assignment that was helpful in teaching geometry proofs and a math 
education class assignment that allowed him to diversify his use of formative 
assessments. Research articles and readings proved to be the most predominant reference 
in this theme across participants with the most common reason being discovering “new 
ideas to try” in the classroom. Similar to other participants’ remarks, Eve commented that 
her reading assignments through her coursework kept her “up to date” while in school. 
She along with others voiced concern about losing touch with current research once they 
graduated. Many participants expressed designated identities of needing to be life long 
learners of improving their practice, which they hoped to accomplish in part by seeking 
out research articles in the future. 
Evaluators and Evaluation Models Matter 
 Although none of the participants explicitly specified an evaluation model as a 
resource that contributed to their development as teachers, at least some aspect of the 




evaluation model rubrics as well as the people who served as their evaluators were 
brought up and seemed to have an impact on their identities as teachers. The following 
paragraphs discuss why they are considered a significant resource in this study and what 
is considered evidence of their contributions. 
 Seven out of the nine participants mentioned specific indicators from the current 
evaluation model and/or reported information about areas of needed improvement from 
the voices of evaluators. All of the participants were asked directly about possible areas 
of improvement, and some were even funneled down the path of discussing an 
evaluator’s recommendations while discussing these improvements. Although the 
researcher prompted the subject matter at times, evaluators and evaluation models 
specifically acting as resources contributing to identity emerged on their own in other 
stories. In multiple cases, participants discussed their personal desired areas of 
improvement and later revealed during their interview session that an evaluator had made 
the same recommendation.  
 Furthermore, the recommended areas of improvement reported by participants 
align with the identity themes discussed in the previous portion of this chapter. For 
example, Don revealed his need to improve his classroom management during an early 
portion of his interview session. Later in the session, this designated identity surfaced 
again while discussing feedback he received from a recent evaluation. The same 
sequence occurred with Grace but in reference to improving questioning and with Isaac 




were either induced or reinforced by evaluations or evaluators serving as significant 
narrators. 
 In addition to the connections discovered between designated identity themes and 
evaluation feedback, many participants made unprompted references to the evaluation 
model rubric in other stories. For example, Amy mentioned trying to “whip up level five 
lessons” for her students while describing her daily issues with time management. In 
another example, Hakim disclosed that he would “do bad on a score” if he didn’t use exit 
tickets while describing his daily lesson structure. He also mentioned that displaying 
student work would be “great for an indicator” while discussing possible changes he 
would like to make in the future. In other words, the evaluation model had become 
ingrained in some participants’ informal discourse concerning their lives as teachers. 
Mentors as Significant Narrators 
 Having access to quality mentors tends to be a critical factor in the successful 
development of new teachers (Feiman-Nemser, 1996). Considered an interpersonal 
resource, mentors can affect the ways in which intern teachers position themselves in the 
classroom and set norms for how they are expected to operate as teachers (Hand & 
Gresalfi, 2015). The participants in this study were all assigned at least one mentor at 
their placement school during their yearlong internship experience. Because the interns 
were provided this resource and interacted with them on a daily basis, the persistent 
inclusion of their mentors in their storylines was expected. The importance of this 
commonality unfolded in the unique ways in which the participants utilized their mentors 




provide examples of how mentors served as resources to participants and as significant 
narrators to their identities (Sfard & Prusak, 2005).  
 Seven out of the nine participants cited their mentor teachers at their placement 
school as part of their top four most impactful resources in becoming teachers. Fred, 
Grace, and Hakim listed their primary mentor as their absolute most impactful resource 
on their Map of Resources. A common thread revealed among these three participants 
was the action of their mentors scripting observation notes in order to provide feedback 
on improving their practice. In contrast, neither Don nor Eve ever spoke of their mentors 
at their placement school in any of their responses despite given multiple opportunities 
during their interview sessions. Instead, they both cited high school teachers from their 
experiences as students as impactful resources. Don and Eve talked about these teachers 
similar to the ways in which other participants talked about their mentors in terms of 
encouragement and also similar to the ways in which they voiced their own teacher 
identities. 
 In general, the seven participants who spoke of mentors as beneficial resources 
told stories of support involving encouragement, constructive feedback, and validation as 
teachers. As one illustration, Grace shared a few troubling preconceived notions about 
being a teacher in which her mentor was able to help in providing support. Grace’s 
mentor reassured her that she could “smile before Christmas” and still maintain a well-
managed classroom and that she could balance being a quality mathematics teacher in her 
classroom and still be involved in other school responsibilities. In other words, her 




be. As another example, Fred communicated issues in classroom management in which 
he credited his mentor with helping him work through by providing constructive 
feedback. He asserted that even through his mentor could be “harsh at times,” he always 
made “suggestions that yielded positive results.” As a third example, Cora had been 
discouraged by one of her mentors because she felt like the ideas she presented to her had 
no worth. Through the support of her other mentor, however, she was encouraged to try 
her ideas in the classroom and was able to feel autonomy in her teaching role. Cora 
expressed needing to have that validation during this critical stage of her internship 
experience. Although participants’ stories of mentor support were not limited to these 
examples, they do provide a good representation of the characteristics and tone of the 
stories told overall. 
 In many cases, the participants in this study narrated stories involving two mentor 
teachers at their placement schools. The general consensus among narratives being that 
having the opportunity to observe, interact with, and reflect on different teaching styles 
was beneficial in deciding the type of teacher they want to be. For instance, Isaac 
expressed that he acquired many of his methods for managing his classroom from one 
mentor and that he learned about building relationships with students through his other 
mentor. Different from Isaac, Cora and her primary mentor drastically differed in their 
philosophies of teaching mathematics as mentioned previously. She admitted to seeking 
out every opportunity to meet with her other mentor in order to collaborate on like-
minded approaches such as group work. Although only one of her mentors may have 




resources in that they gave her different perspectives and both helped her decide the kind 
of teacher she wanted to be.  
Critical Interactions With Students That Prompt Identity Shifts 
 Clearly, students impact teachers in a multitude of ways. To suggest that 
“students” emerged as a common resource in this study would not be considered a 
groundbreaking discovery. The significance of this resource materialized as the 
participants in this study narrated specific interactions with students that impacted their 
teaching identities. The interactions described indicated a transition in how the interns 
viewed themselves as teachers and how they defined who they needed to be as teachers. 
Although all participants detailed stories of critical student interactions, the following 
paragraphs will highlight four examples that relate to the actual and designated identity 
themes presented previously in this chapter. The four themes for actual and designated 
identity were the following: 1) Questioning as Increasing Student Participation, 2) Using 
Group Work, 3) The Challenges of Classroom Management, and 4) The Importance of 
Building Relationships with Students. 
 During Grace’s interview session, she repeatedly brought up questioning as an 
integral part of her instruction. As noted previously, she used “rapid fire” questioning to 
keep her students engaged and attentive in class. In this case, the interaction with her 
students served as a resource for her actual identity as a teacher. Because she experienced 
success in her practice of using questioning for these purposes, this interaction confirmed 
how she positioned herself as a teacher in this moment. However, she was challenged in 




She quoted the student, “This is so dumb. Like, why are you asking this? We already 
know the answer.” This interaction seemed to impact her view of how she needed to 
change her approach to questioning, and therefore, created a gap between her actual and 
designated identities. Although other resources contributed to this part of Grace’s 
identity, these student interactions described certainly deserve a portion of the credit. 
 During Isaac’s interview session, he told a story about a low point in his 
internship experience. The majority of his students had just failed a test and had been 
generally unproductive up to this point. In sorting through this dilemma with his students, 
he came to the realization that he wanted to try using group work to get his students 
interacting and discussing the mathematics. Because he experienced success in utilizing 
group work with his students, he made a transition in how he viewed himself as a teacher. 
Instead of “lecturer,” he began to position himself as a more student-centered teacher. His 
students confirmed his success with group discussions by improving their test scores as 
well as verbalizing their approval. Although Isaac experienced success with group work, 
he also voiced his concern about being a better group facilitator. Because these storied 
interactions with students depicted success with room for improvement, they served as a 
resource to Isaac’s actual and designated identities that should encourage future learning. 
 During Hakim’s interview session, most of his stories incorporated interactions 
with students involving challenges of classroom management or his struggles in handling 
negative student behaviors. His students called him a “warm demander,” which was told 
by Hakim as a defining actual identity and indicated their roles as significant narrators. 




when his mentor was unexpectedly absent and he was solely responsible for the entire 
class for the first time. He described his students’ behaviors as “completely terrible” but 
also described the experience as “very impactful.” This interaction with his students 
created unhappiness in how he viewed himself as a teacher, and as a result, created a gap 
in his actual and designated identities. In other words, Hakim needed to have more 
interactions with students that he considered to be successful in terms of classroom 
management in order to make progress towards a more positive actual identity. 
 In both her interview session and her detailed responses to the Map of Resources, 
Britt repeatedly conveyed the value in building relationships with students. In fact, she 
point-blank stated that she wants to be a teacher who has strong relationships with her 
students. Also in both accounts, Britt narrated an interaction with one particular student 
that unquestionably impacted her identity as a teacher. The student had been habitually 
disruptive in class and caused quite a bit of frustration for Britt. After making an effort to 
learn about this student’s life, Britt found out that the student’s mother had just died. 
Instead of viewing the student as a burden, she started working with her to find ways to 
support her, which yielded positive results in the classroom. This interaction represented 
a transition in Britt’s positioning of herself as a teacher and served as a resource to her 
identity. Britt commented later in the interview session that she wanted to discover 





Insights Gained Through Narratives and Themes 
 In addition to themes and common resources that were discovered across the 
individual narratives with respect to the research questions, a few general insights 
unfolded through the analysis regarding these themes. First, the participants experienced 
conflict within their designated identities – deciding who they needed and wanted to be as 
teachers. Second, identity for teaching is a joint accomplishment between individuals and 
the resources in which they interact. 
Conflict Within Designated Identities 
 All the participants in this study were interviewed within a couple of weeks of the 
completion of their yearlong internship experience. Although they considered themselves 
recognized as teachers at this point in time, many of them continued to grapple with the 
transition into this role. Understandably, trying to both navigate and make a transition 
between the roles of student and teacher can pose challenges. These negotiations created 
some level of conflict in the majority of the participants’ designated identities for 
teaching.  
 One of the conflicts that emerged in this study concerned the participants’ need to 
balance maintaining a well-managed classroom with positive student relationships. When 
asked how a student in their class would describe them as teachers, six out of the nine 
participants used the word “fun” and/or “nice” in their responses. The remaining three 
participants who did not explicitly use these descriptors used the term “caring” at some 
point during their interview session in reference to how they hoped their future students 




concerns associated with classroom management. While fostering a solid classroom 
structure and nurturing relationships with students can coexist, finding a reasonable 
balance can be problematic especially for beginning teachers. This notion was revealed in 
the participants’ stories of actual identity. For example, Don narrated stories that 
specifically illustrated the importance that he places on getting to know students. At the 
same time, his stories conveyed concerns that his students were taking advantage of his 
caring demeanor.  
 Another conflict that emerged through participant narratives concerned the desire 
to implement student-centered classroom practices with time related issues working 
against them. When asked about making improvements to their edTPA lessons, the 
majority of the participants stated that they would want to include more group work 
and/or discussion if they had more time during class. A few of the participants noted that 
they initially planned to have a discussion at the end of their lesson but did not have 
enough time and had to omit that portion of the lesson. In addition to time constraints 
within a given class block to administer student-centered tasks, a few participants also 
mentioned having limited time to plan for these types of activities in their already busy 
schedules. Although a conflict with time existed, it did not seem to deter designated 
identities forming towards becoming a more student-centered teacher. In fact, a few 
participants who felt that they were pressed for time in using group work also felt that 
using group work had the potential to make better use of class time in the future as they 




Identity for Teaching as a Joint Accomplishment 
 It became apparent during the analysis of this study that identities and resources 
are interwoven in complex and sometimes subtle ways. These findings align with the 
conceptualization of identity as a joint accomplishment between individuals and their 
interactions with norms, practices, tools, and other people in various contexts (Gee, 2000; 
Greeno & Gresalfi, 2008; Hand & Gresalfi, 2015; Wenger, 1998). Hand and Gresalfi 
(2015) argued that who a person is becoming is inseparable from the activities in which 
that person participates along with the opportunities and resources afforded through these 
activities. In this study, multiple resources seemed to contribute to single components of 
identity as well as single resources contributing to multiple components of identity. Some 
relationships between identities and resources were multifaceted in that multiple 
resources intertwined with multiple identities simultaneously. The following paragraphs 
attempt to illustrate these complicated notions. 
 For example, Grace brought up the role of questioning in many of her stories 
revealing this aspect of instruction as part of how she identifies with being a teacher. 
Trying to distinguish all the resources that contribute to this identity and to what degree 
would be impossible. However, two resources clearly revealed themselves during an 
interview session with her. As described previously, Grace narrated interactions with a 
student and an evaluator that impacted the way she thought about her purposes for asking 
questions. Both resources contributed to a designated identity for Grace needing to be a 




one resource is contributing to her identity concerning the role of questioning in her 
classroom as reflected through her comments (Figure 5.1). 
 
    Figure 5.1. Grace Example. 
 
 As another example, Isaac cited “mentors” on his list of four most impactful 
resources. In elaborating on mentor support at his placement school, he brought up two 
key elements of his identity for teaching. He credited his mentors for modeling effective 
classroom management and instilling the importance of building relationships with 
students. Although he mentioned other ways in which his mentors provided support, 
these two particular aspects of teaching emerged repeatedly in how he defined being a 
successful teacher. In this case, support from his mentors served as a resource 
contributing to more than one component of his identity for teaching (Figure 5.2). 
 In a more complex example, Cora depicted multiple identities for teaching that 
stemmed from and were affected by multiple resources (Figure 5.3). Cora cited 
“assignments from graduate coursework” as her most impactful resource. She narrated 
wanting to become a more student-centered teacher through utilizing student discussion 
groups in reference to this resource. Also citing her university supervisor as an impactful  
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  Figure 5.2. Isaac Example. 
 
 
Figure 5.3. Cora Example.  
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resource, she credited this individual with helping her become more student-centered 
through valuable advice on how to improve the questions she asks students and the 
feedback she provides them. Cora stated that her “second” mentor served as a resource in 
helping her plan and structure student groups as well as in helping her feel validated as a 
teacher. In addition, she verbalized “taking over” an Honors Precalculus class from her 
primary mentor as a critical point of transition towards becoming a student-centered 
teacher and as an experience that confirmed what she values as a teacher.  
Summary 
 In analyzing data for this study, the overall principles of grounded theory were 
applied (Strauss & Corbin, 1990). Themes across participants’ actual and designated 
identities emerged as well as common impactful resources. The identity themes were as 
follows: 1) Questioning as Increasing Student Participation, 2) Using Group Work, 3) 
The Challenges of Classroom Management, and 4) The Importance of Building 
Relationships with Students. The themes for common resources across the data collected 
were the following: 1) Coursework and Readings Are Not Just Requirements, 2) 
Evaluators and Evaluation Models Matter, 3) Mentors as Significant Narrators, and 4) 
Critical Interactions with Students that Prompt Identity Shifts. In the next chapter, 






CHAPTER SIX  
DISCUSSION AND IMPLICATIONS 
 
 The purpose of this study was to understand preservice mathematics teachers’ 
actual and designated identities and the resources that contribute through their narratives. 
The resulting narratives illustrated how a group of nine mathematics interns both created 
and negotiated identities while navigating among different resources from multiple 
contexts. By broadening these understandings, researchers and teacher educators have the 
potential to understand ways to improve teacher learning through identity development 
and access to certain resources. The following paragraphs address the study’s relevance 
to mathematics education, practical implications, theoretical implications, as well as my 
own learning. 
Relevance to Mathematics Education 
 Mathematics education research attending to identity has the potential to further 
knowledge on how identity shapes interactions with mathematical content and pedagogy 
(Boaler & Greeno, 2000; Boaler & Staples, 2008; Greeno & Gresalfi, 2008; Cobb, 
Gresalfi, & Hodge, 2009; Greeno & MMAP, 1998). Considering how to develop 
students’ mathematical understandings was a critical component of the participants’ 
narratives in this study. They developed ideas and assumptions about what it means to do 
mathematics and what good mathematics teaching entails through a variety of 
experiences such as being mathematics students themselves, completing educational 
coursework, and transitioning into teaching roles through a yearlong internship. Identity 




approach their practice, which is important because it has implications for what motivates 
them to teach in certain ways and to want to improve in other ways (Horn, Nolen, Ward, 
& Campbell, 2008). 
 Furthermore, mathematics teachers’ identities concerning their practice influence 
their students’ identities towards mathematics (Boaler & Staples, 2008; Boaler, William, 
& Zevenbergen, 2000; Horn, Nolen, Ward, & Campbell, 2008). From the work of Sfard 
and Prusak (2005), teachers serve as significant narrators to their students’ identities in 
that they determine what it means to successfully know and do mathematics. With this in 
mind, proficiency in mathematics is used to determine access to certain life opportunities 
(Martin, 2000; Moses & Cobb, 2001). Therefore, the ability to identify as a successful 
mathematics student becomes increasingly important throughout the progression of grade 
school. For example, students who are unable to graduate from high school or to score 
high enough on entrance exams for college as a result of having poor math skills will be 
more restricted in terms of their career options (Moses & Cobb, 2001). On the other hand, 
students who construct positive identities in relation to mathematics and are motivated to 
learn mathematics are likely to achieve a higher proficiency level (Boaler & Staples, 
2008; Martin, 2000; Moses & Cobb, 2001). As a result, they may have access to more 
opportunities in their lives (Moses & Cobb, 2001). 
 From these ideas gleaned from research to the current study, the focus is on how 
individuals’ identities influence and are influenced within the teaching and learning of 
mathematics. In general however, learning can be viewed as a change in participation 




resources are acted upon (Greeno & Gresalfi, 2008). People are continuously shifting and 
adjusting their identities based on the resources that emerge and the different ways in 
which they engage with these resources (Greeno & Gresalfi, 2008; Gresalfi, Martin, 
Hand, & Greeno, 2008). This situative approach to identity enables researchers to make 
connections in the dynamic interplay between individuals and resources and to 
understand how particular arrangements of resources support deeper engagement and 
learning within an activity (Hand & Gresalfi, 2015). The field of mathematics education 
has the potential to benefit from research that attempts to concretely look at how identity 
and resources are shaping these interactions, and as a result, broaden understandings of 
the complex experiences involved in the context of mathematics education. 
Practical Implications 
 In this analysis, the participants’ identities seemed to shape and be shaped by 
interactions with certain resources and their learning experiences with these resources. 
Through these resources their identities guided them to focus on particular aspects of 
being a teacher. As noted in the previous chapter, the themes across participant identities 
were as follows: 1) Questioning as Increasing Student Participation, 2) Using Group 
Work, 3) The Challenges of Classroom Management, and 4) The Importance of Building 
Relationships with Students. The themes for common impactful resources across the data 
collected were the following: 1) Coursework and Readings Are Not Just Requirements, 
2) Evaluators and Evaluation Models Matter, 3) Mentors as Significant Narrators, and 4) 
Critical Interactions with Students that Prompt Identity Shifts. These themes and common 




The practical implications are organized according to the groups of themes and common 
resources in the following paragraphs. 
Questioning as Increasing Student Participation 
 The majority of the participants in this study defined the role of questioning in 
their classrooms as a means for increasing student participation. Slightly more specific 
examples of this generalization included the use of questioning as a tool for creating 
mathematical dialogue, keeping students focused, and providing access to more students. 
Although the participants’ purpose for asking students questions is well founded, it raises 
concerns about why the interns identify with this particular delineation for the role of 
questioning. The data collected for this study revealed resources that contributed to the 
interns’ designated identities for improving their questioning techniques as well as their 
shifts in thinking about the role of questioning. However, the source of their initial 
perspective on the purpose of questioning was not uncovered. Based on the general 
findings about the participants’ impactful resources, this concern possibly relates to 
messages they received during their educational coursework. These findings promote the 
idea that teacher educators should be purposeful and direct in the information provided 
through coursework. Educational coursework has the potential to serve as an avenue for 
expanding how preservice teachers view the role of questioning as they enter their 
practice. Additionally, preservice teachers should have the opportunity to work with 
mentors at their placement school and in the university setting who can model and 




Using Group Work 
 Using group work as an instructional strategy is promoted through educational 
coursework and is posed as a requirement through many teaching standards and 
evaluation models (NIET, 2010). Every participant in this study discussed using group 
work with students in some fashion during their interview sessions. Many of the 
participants commented on the social and practical benefits of students working in small 
groups. Regardless of whether the interns in this study genuinely believed in group work 
as an effective pedagogical strategy or not, their actual and designated identities reflected 
that they are teachers who use group work and will continue to do so in the future. 
However, the successful implementation of group work is complex and can be taxing in 
that it demands a lot of thought and effort. This instructional approach requires teachers 
to develop group-worthy tasks, to be open to new ways for students to interact, and to 
understand their own role in relation to the activities (Lotan, 2006). If preservice teachers 
are able to recognize the value in using group work and determine that the effort to use it 
effectively is worthwhile, they can make strides towards building more equitable 
classrooms for their students (Cohen & Lotan, 1997; Lotan, 2006). These insights 
reinforce the implications proposed for questioning strategies in the previous paragraph. 
Educational coursework and fieldwork should afford preservice teachers the chance to 
interact with strategies for successfully implementing group work. Once again, the 
responsibility is placed on mentors and supervisors in both contexts to guide interns 




experiences with group work in the early stages of their career, they should be more 
likely to put forth the time and effort to use these strategies in the future. 
The Challenges of Classroom Management 
 Preservice teachers typically perceive classroom management as one of their most 
serious challenges, and yet, the topic is frequently not emphasized in teacher preparation 
programs (Everston & Weinstein, 2006). All participants in this study referenced 
classroom management approaches at some point in their narratives while many of them 
brought up issues specific to student discipline. Among the interns who expressed a need 
to improve, the general consensus was that they should establish their authority at the 
beginning of the year or semester and follow up with consequences as needed. Setting 
norms and creating an environment that supports academic learning is important. 
However, classroom management is far more involved than establishing rules to control 
student behaviors. The ways in which a teacher achieves order is as valuable as the 
outcome of achieving order (Everston & Weinstein, 2006). Based on the findings of this 
study, a few approaches seem appropriate in that they are grounded in the participants’ 
identities. One approach may be to connect the role of group work with classroom 
management strategies (Lotan, 2006). If preservice teachers can learn to use group 
management strategies that encourage student engagement and equity, they are likely to 
experience more success with classroom management in general. Another approach may 
be to encourage building supportive relationships with and among students as a 




concept of effective classroom management emphasizes being responsive to students as 
well as holding high expectations (Everston & Weinstein, 2006).  
The Importance of Building Relationships With Students 
 The quality of teachers’ relationships with their students is believed to play a role 
in students’ motivation to learn as well as the development of their social and academic 
skills (Ladson-Billings, 1994; Wentzel, 2010). The participants in this study supported 
this notion through storied illustrations of their relationships with their students. They 
described endearing interactions with students that resulted in positive changes in their 
classrooms. For example, many of the desirable outcomes communicated during 
interview sessions related to alleviating issues with classroom management. It is 
important to understand more about situations in which teachers are able to influence 
their students through nurturing relationships. Building on this study, it would be helpful 
to understand the resources that contribute to teacher identities that find relationship-
building important and that reflect a skillset that can carry out relationship-building. In 
this study, the participants collectively referred to a number of different kinds of 
relationships with peers, mentors, supervisors and others who were supportive to their 
own goals. Preservice teachers who are given the opportunity and encouraged to develop 
these relationships are placed in a position that affords opportunities to receive 
instructional guidance and quality feedback on their practice. Teachers who are afforded 
these resources are likely to be more able and willing to provide similar kinds of supports 




Coursework and Readings Are Not Just Requirements 
 The secondary mathematics interns who participated in this study were basically 
math majors focusing on content for the majority of their four years as undergraduates 
prior to entering their yearlong internship. Interestingly, there was no mention of math 
content courses as resources with the exception of one participant. In addition, there was 
no mention of any needed improvements in terms of content knowledge by a single 
participant. As far as their educational coursework was concerned, the participants did 
not view attending class and reading academic journals as merely requirements that stood 
between their status as a college student and their goal of becoming a teacher. The 
majority recognized these informational resources as a means for shaping and improving 
their practice. These resources afforded them opportunities to learn about, discuss, and 
reflect on mathematical content and pedagogy, which contributed to their identities for 
teaching. Additionally, their stories generally reflected a sense that the goals of the 
program aligned with their own values. The impact of these resources on participants was 
validated in the frequency and specificity of their references in the data collected relating 
to these types of resources. Consequently, the findings of this study support the notion 
that it is beneficial for teacher educators to be deliberate and explicit in the resources 
made available through coursework. This would mean explaining the significance of 
articles and other artifacts and selecting readings in particular that engage students to 
consider their own practice, whether they agree or disagree with the key points of articles. 




questioning and group work for needing to be more explicit and to use more concrete 
methods through coursework to provide a richer experience for preservice teachers. 
Evaluators and Evaluation Models Matter 
 The people who served as evaluators to the mathematics interns and the 
evaluation models that were utilized affected the interns’ views about what matters in 
their practice. The resources related to evaluation contributed to the participants’ 
designated identities in that they necessitated areas of focus and improvement for 
instruction. In reality, the feedback provided by most evaluators is typically a summative 
snapshot of a single lesson (Richmond, Juzwik, & Steele, 2011). In this study, the 
participants who narrated being able to interpret and to feel a part of the evaluation 
process versus being forced to conform to it seemed more agreeable with the feedback 
they received and optimistic about moving forward to make improvements. These 
findings allude to the importance of an intern’s school placement and the approach of the 
mentor teacher, administrator, and university supervisor in providing constructive 
criticism, sharing feedback, and supporting reflection. Although a school system’s 
evaluation model is out of teacher educators’ hands, the individuals who evaluate interns 
from both university and field settings can be supported and guided to some extent. This 
can involve common discussions about what it means to teach effectively and to examine 
how debriefing conferences following observations can be supportive, informative, and 
detailed in providing feedback to interns. A related point is to consider how to share 
feedback in a way that retains preservice teachers’ sense of agency and how to actively 




teachers are able to conceptualize standards for teaching as flexible, interpretive, and 
guiding instead of rigid and dictating, they would likely have a smoother transition into 
becoming a teacher (Richmond, Juzwik, & Steele, 2011). This point is also supported by 
this dissertation study. 
Mentors as Significant Narrators 
 The majority of the participants cited mentors at their placement school as one of 
their most impactful resources in becoming a teacher. Many mentors acted as significant 
narrators to participants’ identities for teaching through their narratives and how they 
modeled being teachers. Furthermore, mentor teachers were crucial in shaping their 
placement classroom as well as their general internship experience. As previously noted, 
identities for teaching are developed through a variety of interactions and resources, 
which involves negotiations and sometimes conflict. As preservice teachers identify and 
negotiate, they open up opportunities for new learning (Horn, Nolen, Ward, & Campbell, 
2008). Through their mentors they have opportunities to affiliate with teaching practices 
that may modify their identities to incorporate new images of good teaching. On the other 
hand, resources in a given setting can bound and restrict individuals in particular ways 
(Hand & Gresalfi, 2015). For example, Cora was able to affiliate with one of her 
mentors’ teaching practices with group work in particular expressed as an area of 
successful collaboration. However, she felt restricted in her experiences with her other 
mentor whose teaching philosophy did not align with her own. The findings in this study 
reinforce the importance of an intern’s field placement and mentor assignment. 




practices for preservice teachers should be considered. Based on participant’s comments, 
it seems that it is not sufficient to only model, but it is also critical for mentor teachers to 
explain and engage preservice teachers in conversations about the tensions and decision-
making in good teaching. Both elements should be carefully considered and selected in 
order to increase preservice teachers’ opportunities to affiliate with practices they 
consider valuable and worthwhile. 
Critical Interactions With Students That Prompt Identity Shifts 
 The participants in this study narrated certain interactions with students that 
signified a transition in their teaching identities. As illustrated through selected examples 
in the previous chapter, the interns detailed experiences with students that resulted in 
growth towards becoming a teacher and motivation to continue their growth. Horn and 
others (2008) conceptualized learning to teach as “a project that involves constructing a 
repertoire of practices, along with developing pedagogical reasoning about the 
deployment of those practices” (p.63). They suggested that the reasons certain practices 
are adopted, rejected, or modified often rely on individuals’ perceptions of good teaching 
and what is feasible. In this study, the interns’ storied critical interactions with students 
revealed some of their visions of good teaching as well as their realizations that their 
visions were reasonable. For example, Grace was challenged in her vision of a teacher 
who asks quality questions, but the designated identity that she created seemed attainable 
to her. The interaction with her students that caused her to reflect on the role of 
questioning in her classroom prompted an identity shift. Learning to ask her students 




motivated to close the gap between her actual and designated identities. It could be 
argued that this growth transpired as a result of her placement as an intern focusing on 
learning how to be a teacher. As many policymakers debate the role of teacher education 
in learning to teach, teacher educators are challenged to connect preservice teachers’ 
educational experiences with their evolving practice. These findings imply that fieldwork 
during a teacher preparation experience matters and should be a solid structure that is 
thoughtfully planned in future programs. 
Theoretical Implications and Recommendations 
 In addition to practical implications, the findings of this study have implications 
for theory. Considerations for theoretical connections and implications are presented in 
following paragraphs according to the identity as narrative framework and the 
relationship between identity and resources, followed by related recommendations for 
future research. 
Identity as Narrative 
 A multitude of researchers have reported using Sfard and Prusak’s (2005) identity 
as narrative framework (Beauchamp & Thomas, 2009, 2011; Cestari, Mercier, Ferrari, & 
Tatsis, 2012; Craig, 2013; Hodge, 2008; Horn, 2008; Richmond, Juzwik, & Steele, 2011; 
Williams & Black, 2007). Many researchers find this framework workable and 
constructive because it allows for a focus on an individual’s discursive activity, which is 
reasonably accessible and investigable (Sfard & Prusak, 2005). In addition, the dynamic 




Prusak, 2005). Sfard and Prusak (2005) explained that using their framework allows 
researchers to attend to the activity of identifying and how this shapes one’s actions. This 
framework was chosen for this dissertation study for the aforementioned reasons.  
 The findings of this study contribute to the literature on identity as narrative by 
documenting how a group of secondary mathematics interns created and negotiated 
identities for teaching as illustrated through their stories. More specifically, the findings 
corroborate Sfard and Prusak’s (2005) notion that identities are the products of collective 
discourse that provide direction for one’s actions. The preservice teachers in this study 
provided evidence through their narratives that the voices of mentors, supervisors, and 
students make their way into identities for teaching. Furthermore, the participants 
articulated desired improvements for their practice in the form of designated identities in 
relation to interactions with significant narrators. Also in conjunction with this 
framework, learning is the primary means for closing the critical gap between actual and 
designated identities (Sfard & Prusak, 2005). The aspects of teaching that comprised the 
preservice teachers’ designated identities represented the components of who they felt 
they needed to be as teachers. As a result, the tension created through this identity work 
stimulated learning.  
Resources That Speak To Identity 
 Few researchers have investigated the impact that resources have on the identity 
building process (Hand & Gresalfi, 2015; Nasir & Cooks, 2009; Nasir & Hand, 2008). 
Moreover, studies that have focused on identity resources have not always been explicitly 




identities developed in relation to an activity are connected to and mediated by the 
constraints and affordances of the activity (Boaler & Staples, 2008; Cobb, Gresalfi, & 
Hodge, 2009). From this perspective, identity can be conceptualized as a joint 
accomplishment between individuals and their interactions with a variety of resources 
and within variety of contexts (Gee, 2000; Greeno & Gresalfi, 2008; Hand & Gresalfi, 
2015; Wenger, 1998). Additionally, particular arrangements of resources support deeper 
engagement with an activity, both in what one comes to know and how one positions 
oneself in relation to the activity (Hand & Gresalfi, 2015).  
 The context of this dissertation study resembles this conceptualization in that 
preservice teachers interacted with mentors, supervisors, professors, and others in both 
university and field settings as their teacher identities were being negotiated. The findings 
support the notion that certain resources within their domain afforded and restricted their 
identity work. For example, it would not be unreasonable to conjecture that the 
participants’ views on the role of questioning were impacted not only by the access of 
resources through coursework and fieldwork but also by the arrangement of these 
resources and how they support or did not support one another. In the same way, this 
theory would imply that preservice teachers who are afforded opportunities through 
coursework and fieldwork to make connections between relationship-building with 
students and classroom management may be able to negotiate positive teaching identities. 
This type of analysis allows researchers to ponder how and why identities change, which 
in turn may offer implications for designing learning environments that disrupt 




Recommendations for Future Research 
 This research study produced findings through participant narratives that allowed 
for some understanding about the nature of secondary mathematics intern’s actual and 
designated identities, the contributing resources, and how they interacted. However, 
further research is needed to gain a better understanding about on learning pertaining to 
preservice teachers’ identities and resources. Three recommendations presented in the 
following paragraphs attempt to address some of the limitations of this study and provide 
direction for future research. In brief, the recommendations include following preservice 
teachers over time, including data from significant narrators, and linking other studies for 
more depth and greater transferability.  
 First, following preservice teachers over time and in different contexts has the 
potential to enhance research relating to the questions posed in this study. For one 
example, preservice teachers could be interviewed before they enter their internship 
experience year. Comparing this data to interview data collected at the end of the 
experience could allow for more concrete comparisons in terms of actual and designated 
identities. For another example, following up with participants at their future job 
placements could reveal if the gaps between reported actual and designated identities 
continue to narrow over time. In other words, did the participants make progress towards 
becoming the teachers they had hoped to be? Or, did other constraints or restrictions 
come into play that caused them to modify their designated identities for teaching? Was 
their learning as preservice teachers impactful in the sense that it persisted through their 




shifts that occurred during an intense internship experience as a result of learning. Further 
research would be necessary to determine if the learning was truly impactful and lasting. 
 Second, including the stories of significant narrators through their own narratives 
could enhance this type of study. For example, a researcher could shadow or interview a 
mentor teacher to get an additional perspective. Sfard and Prusak (2005) noted that an 
individual’s identity is formed through a combination of voices. Collecting and analyzing 
data from significant narrators has the potential to provide more insight into why intern 
teachers depict themselves as certain kinds of teachers as well as why they make certain 
decisions about their practice. Considering significant narrators’ voices may also allow 
the researcher to examine any conflicting perspectives between participants and their 
significant narrators. This would likely help fill in a few gaps about the sources of certain 
ideas that preservice teachers establish during a tumultuous time of identity work. 
 Third, there is potential value in linking small studies such as this one to other 
studies pertaining to preservice teachers’ identity and resources. If similar research was 
conducted at other universities with similar teacher preparation program structures, 
research findings across different contexts could be compared to one another to 
potentially achieve more depth in the desired understandings. For example, the secondary 
mathematics interns in this study did not discuss their mathematics classes nor did they 
mention their content knowledge as an area for desired growth. Would a similar study at 
different university yield the same findings or are these findings unique to this study? 
Although this qualitative study did not seek to establish generalizable findings that would 




base of the most impactful resources that contribute to preservice teachers’ identities as 
well as allow for the results to be more transferable. 
My Learning 
 At the beginning of this doctoral voyage through unknown space and time, I told 
actual identities of “I’m a bad writer” and “I’m not a researcher” to anyone who was 
associated with my academic world and would listen. In fact, I lacked confidence to the 
point that I would seek out opportunities to speak with my professors privately in attempt 
to give them a heads up about my deficiencies and to get a clue about my chances of 
surviving the writing demands of their courses. Receiving subpar results on high stakes 
writing assessments throughout my life along with continued dialogue and seemingly 
agreement among others about my writing inadequacies served as resources that 
contributed to these identities. Although I narrated these deficient images of myself, I 
was somehow able to conjure up hope that I could still control my own destiny. Through 
the voices of certain educators involved in my graduate coursework as well as supportive 
family members, I began to affiliate with a future that involved me as a capable writer 
and researcher. These significant narrators were pivotal in providing positive stories that 
allowed me the ability to create a designated identity that seemed reasonable. In the 
words of Sfard and Prusak (2005), “Learning is often the only hope for those who wish to 
close a critical gap between their actual and designated identities” (p. 19). And so, I did.  
 In the beginning, I spent a significant amount of time trying to establish a research 
direction in which I felt I could wholeheartedly invest myself. At the time, I was already 




evaluated intern teachers at various stages of field experiences and also taught a handful 
of mathematics education courses. Trying to understand how preservice teachers 
identified with their practice was already dominating my thoughts. I felt that if I could 
figure out what mattered to them the most and somehow connect that with what is 
considered best practices, I could make better use of myself as a resource towards their 
learning.  
 After my advisor passed along the Sfard and Prusak (2005) article detailing the 
identity as narrative framework, everything seemed to fall into place. I still threw myself 
the occasional pity party when I was unable to make progress in writing. But as I made 
progress towards a research proposal, I gained confidence in my abilities to finish what 
once seemed like an impossible endeavor. After defending this proposal, I was afforded 
invaluable experiences that allowed me to learn about the research process. I was 
involved in submitting an IRB and gaining access to participants. I created tools for data 
collection and implemented them, transcribed interviews, and experimented with 
approaches to analyzing qualitative research. Although the demands of my current full-
time job as a college mathematics instructor and other life happenings have extended my 
timeline for completing this writing project, I have never given up on the hope that I 
conjured up years ago. Because of this experience, I have a better perspective of my 
capabilities and will be able to take on future challenges with more confidence and 
tenacity. 
 As a college mathematics instructor, I think about how my voice may contribute 




some students, I am a significant narrator to their identities and must be mindful to handle 
with care. I try to gauge which resources that I provide have the most influence on their 
motivation and mathematical learning. For example, I collect feedback from students 
about their perceived effectiveness of certain tasks and activities through participation in 
my institution’s Quality Enhancement Plan. I hope that by providing students with more 
productive resources and positive interactions with math content, they can begin to 
narrate more favorable mathematical identities for themselves. 
 In terms of future research, I have recently been selected to participate in 
AMATYC’s (American Mathematical Association of Two Year Colleges) Project 
ACCCESS (Advancing Community College Careers: Education, Scholarship, and 
Service) upcoming cohort. As a member of this fellowship, I will develop, implement, 
and evaluate a research project at my institution. Then, the following year I will present 
my findings at the national AMATYC Conference in San Diego. Regardless of whether I 
choose to work in mathematics education, teacher education, or ideally a combination of 
the two, I will continue to ponder and utilize the process of collecting and analyzing data 
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You are invited to participate in a research study conducted by Dr. Lynn Hodge, Dr. 
Blanche O’Bannon, and Ms. Ellen Matheny from the University of Tennessee, 
Department of Theory and Practice in Teacher Education. They are conducting research 
to learn more about how to support beginning teachers. To do this, they are interested in 
understanding your experience from your perspective during the internship so they can 
identify resources that can be capitalized on and aspects that detracted from your 
learning. This information will be helpful to designing teacher education programs here 
at UTK in math and informing the design of other programs outside of UTK. 
 
INFORMATION ABOUT PARTICIPANTS’ INVOLVEMENT IN THE STUDY 
 
If you give your consent to participate, you will participate in two interviews. The 
interviews will take place on campus at Bailey Educational Complex or Claxton 
Complex. The time required to complete each interview will be 30 minutes. Each 
interview will be audiotaped. The audiotapes of the interviews will be stored in Dr. 
Hodge’s office and will only be shared with the project team. In addition, you will agree 
to share your written reflections and your online discussion comments from MEDU 485 
with the project team. In addition, you will give the project team access to your reflective 




No discomforts or inconveniences are anticipated. The interviews will take place during a 
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Any information that is obtained in connection with this project and that can be identified 
with you will remain confidential and will be disclosed only with your permission or as 
required by law. Subject identities will be kept confidential by assigning pseudonyms to 
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adverse effects as a result of participating in this project) you may contact the Principal 
Investigator, Dr. Lynn Hodge, A410 Bailey Education Complex, University of 
Tennessee, Knoxville, TN 37996-3442, (865) 974-8778. If you have questions about your 





Your participation in this project is voluntary; you may decline to participate without 
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withdraw from the study before data collection is completed your data will be returned to 
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above and that you willingly agree to participate in this project, that you may withdraw 
your consent at any time and discontinue your participation without penalty, that you will 
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1. How do you think one of your students would describe you as a teacher?  
 How would a student describe a typical day in your classroom? 
 
2. [Referring to video] How did you decide on this particular segment (or these 
particular segments)? 




1. Have you learned anything over the past few months that would cause you to do 
this lesson differently in the future? 
 
2. Five years from now, where do you see yourself as a teacher? What do you want 
your students five years from now to say about you as a teacher? 
 Possible follow-up: 
a. What specifically about your teaching could influence that outcome? 
b. How is that different from what students would currently say about you 
(or your teaching)? 
 
3. What do you think will allow you to become that teacher? 
 What challenges do you foresee? 
 
4. What are your areas of refinement? Where would you like to see improvement? 
What are your priorities? (Refer to TEAM if needed) 
 
Resources: 
1. Of all your experiences as an intern, what stands out to you the most?  
 How has that affected your teaching? 
 
Depending on the conversation that results from the previous question, the following are 
possible follow-up questions. 
 
2. Has anything in your education coursework affected the way you teach? Tell me 
more about that. 
 
3. Are there any individuals who helped you to become a teacher? Who? In what 
ways? 
 














Please label each circle with the resources you think have had the most effect on who you 
have become as a math teacher (with the circle closest to you being the most impactful 
resource). These resources can include people, activities, courses, books, etc.  Please 






Adapted from Student Map of Influences on Mathematical Success (Walker, 2006) 
I have become 









Research Questions:  
1. What are the secondary mathematics preservice teachers’ actual identities? 
2. What are the secondary mathematics preservice teachers’ designated identities? 
3. What are the resources that contribute to the construction of these identities? 
 
actual identity: narratives representing the current state of affairs that are 
usually spoken in present tense (Example: I am a good driver.) 
designated identity: narratives about expectations that are usually told in 
future tense (Example: I want to be a doctor.) 
resources: (Nasir & Cooks; 2009) physical artifacts in a setting, interpersonal 
connections to others in a setting, ideas about oneself and one’s relationship to 
and place in a practice and the world and/or ideas about what is valued and 
what is good 
 
teacher identity: a situated identity relevant to an individual’s life as a teacher 
and what it means to be a teacher, as told by the teacher 
 





Actual identity – 
• Cora iterated that she firmly believes in students working through examples on 
their own to make generalizations and to form their own conclusions. Although 
her primary mentor modeled a more teacher-centered approach, Cora did not see 
herself as this kind of teacher.  
• Cora conveyed that she believes in focusing on discourse in her classroom in 
order to accomplish a more student-centered classroom. For example, Cora 
mentioned numerous times during the interview about seeking out readings on 
discourse in order to enhance the discussions in her classes. She also mentioned 
that she talked with her second mentor about how to make the most of group work 
and how to facilitate discussions within these smaller groups. Her actual identity 
of being a discussion driven, student-centered teacher naturally affected her 
designated identity and how she talked about who she needs to be as a teacher. 
 
Designated identity –  





• Using guided notes was a structure already in place by her mentor teacher who 
clearly influenced who she felt she needed to be to some extent during her 
internship. Although her primary mentor’s voice somewhat restricted her actions 
in the classroom at the time, her mentor’s voice did not seem to make its way into 
her designated identity. Because she did not see herself as this kind of teacher, 
Cora did not narrate a future using more traditional type teaching methods. 
 
Resources – 
• Graduate coursework assignments - Although these resources are informational or 
material in nature, they serve as significant narrators whose messages have made 
their way into her actual and designated identities. These resources have impacted 
her actions in the classroom as well as how she plans to proceed with future 
learning.  
• University supervisor - This resource served as a significant narrator who 
contributed to her actual and designated identities of being and wanting to 
continue to be a student-centered teacher.  
• Second mentor - This particular mentor helped her to be confident about who she 
wants to be as a teacher and gave her validation in her ideas about teaching. She 
encouraged Cora to try new ideas and to not worry as much about the possible 
negative outcomes of trying something new… The support that Cora received 
from this mentor seemed to be a necessary catalyst in what I would consider her 
ability to begin making progress towards closing the gap in her actual and 
designated identities at this point in time. 
• Personal readings - I believe that because Cora strongly identifies with wanting to 
be a teacher who facilitates rich student discourse in her classroom. Because she 
has created this gap between her actual and designated identities, she is driven to 




 Summary. Cora’s stories revealed actual and designated identities of a teacher 
who needs to function in a discussion-based classroom. She puts forth a lot of time and 
effort into thinking about what questions to ask her students and how to foster 
mathematical discussions. Cora seems to have made progress in closing the gap between 
her actual identity at the beginning of her internship of being teacher-centered and her 
designated identity of wanting to be a student-centered teacher. She does, however, 
continue to negotiate this gap and is motivated to make further progress. All four 
resources that Cora listed as having the most influence on her as a teacher had an 









Individual participants’ top four most impactful resources according to their Map of 
Resources (Appendix C). 
 
Participant Resource #1 Resource #2 Resource #3 Resource #4 














































Intern #5 –  











































































Individual participant data sources that informed identity themes and common resources. 
 
 Amy Britt Cora Don Eve Fred Grace Hakim Isaac 
Questioning 
(Actual)  ✔ ✔ ✔ ✔ ✔ ✔ ✔  
Questioning 
(Designated)  ✔ ✔ ✔  ✔ ✔   
Group Work 
(Actual) ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 
Group Work 








✔   ✔ ✔ ✔  ✔  
Student 
Relationships 




 ✔  ✔ ✔ ✔ ✔ ✔ ✔ 
Coursework 




✔   ✔ ✔ ✔ ✔ ✔ ✔ 
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